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Nature of the Problem 
Being a woman increases one's chances of being poor by 60 percent according 
to Leidenfrost (1993). The 1990 poverty rate for families with a female head of 
household and no spouse present was 33.6 percent. Over halt: 53 percent, of all poor 
families were female headed households with no spouse present according to the 
Poverty in the United States: 1990 (1990) report by the US Bureau of the Census. The. 
Congressional Budget Office report, Trends in Family Income: 1970-1986 (1988), 
stated the adjusted family income indicated a 20 percent average increase from 1970 to 
1986 for all families but a 13 percent decrease for low-income single-mother families 
with children. One-fifth of all families composed of a single mother and her children 
had less than half the income needed to live at the poverty level in 1986. While most 
families had incomes well above the adjusted poverty levels, the majority of single 
mothers with children were either below or just above the adjusted poverty line and if 
the mother was under 35 years of age, they were more likely than not to be poor. These 
statistics reflect more than the status of adults but children as well. Thirteen million 
children lived with their mother only in 1986, an increase of76 percent from 1970, 
according to US Children and Their Families: Current Conditions and Recent Trends 
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(1987) issued by the Select Committee on Children, Youth, and Families US House of 
Representatives. The US poverty rate for children under three years of age was 25 
percent in 1990 (£overty in the United States: 1990). Approximately two out of five 
poor children under the age of six lived in the South in 1986 as referenced by Five 
Million Children (1990), a report prepared by the National Center for Children In 
Poverty. 
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Poverty and education are closely linked. Data from the Bureau of Census 
Trends in Income, by Selected Characteristics: 1947 to 1988 (1988) indicated a strong 
negative correlation between poverty rates and amount of education. The poverty rate 
was 20.8 percent for householders who had not completed high school, 8.9 percent for 
high school graduates with no college, and 3.5 percent for householders who had 
completed 1 or more years of college. The median income of females 25 years old and 
over in 1988 was slightly more than $8,500 with 1 to 3 years of high school and 
$14,000 for 25 years old and over males with 1 to 3 years of high school. Females and 
males 25 years old and over in 1988 with four years of high school had a median 
income of$9,750 and slightly less than $22,000 respectively according to Trends in 
Income (1988). The percentage of poverty for families with a female head of household 
under the age of 25, no spouse present, with related children under 18, and less than 4 
years of high school is almost 84 percent for whites and 90 percent for blacks. 
The poverty rate in the South, 15.8 percent, continues to be the highest in the 
nation according to the Poverty in the United States: 1990 (1990) report by the US 
Bureau of the Census. This compares to a national poverty rate of 13 .5 percent. The 
South continues to have a disproportionately large share of the nation's poor. In 1990, 
41.1 percent of the poor lived in the South compared with 33.3 percent of the US 
population above the poverty level (Poverty in the United States: 1990). The lack of 
human capital resources in the rural South continues to hamper the region's efforts to 
make economic gains (Tisdale, 1989). The future for many southern rural areas in the 
1990's will continue to lag behind metro areas. 
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Lee (1990) states that communities with a high proportion of poor 
disadvantaged families face an especially bleak future and challenges leaders to reduce 
the inequities in well-being and address the special needs of the poor. Another 
challenge identified by Lee is the strengthening of human resources through creative 
efforts to improve educational systems. Scanlan (1986) states that our society places a 
high value on the ideal of equal opportunity for everyone. "To the extent that education 
serves to open opportunities, and to the extent that some individuals or groups are 
constrained from realizing its benefits by circumstances beyond their control, society 
has an obligation to address these barriers and provide comparable access to all" 
(Scanlan, 1986, p. 1). The reality is that adult education participants are more likely to 
be affluent, well-educated white professionals (Darkenwald and Merriam, 1982). A 
nonformal education organiz.ation, the Cooperative Extension Service has been 
challenged to redirect resources to audiences with the most need, the low income, 
including the working poor. The understanding of problems affecting today's low 
income families and how to adapt programming and programs to meet these families 
needs are issues for Cooperative Extension in the 1990s, (Schuchardt, 1990). 
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Statement of the Problem 
The problem is that non-employed, low-income adults with a 12th grade 
education or less are the least likely to participate in educational activity according to 
-· 
the National Center for Education Statistics [NCES] report, Adult Education Profile for 
1990-91. The authors of the report conclude that "people who presumably could most 
benefit from adult education are the least likely to participate in it" (Korb, Chandler, & 
West, 1991, p. 1). It was determined that a better understanding of the deterrents to 
participation in education activities encountered by this population is needed. The 
findings could assist educators responsible for providing adult education to address 
expressed deterrents when making decisions about the initiation and implementation of 
educational opportunities. 
Purpose of the Study 
The purpose of this study was to identify the expressed deterrents to 
participation in nonformal adult education of low-income women. 
Need for the Study 
There have been few studies to identify the expressed deterrents of low-income 
women. Qualifications of research findings are commonly stated because of the lack of 
diversity in ethnicity and class of the population studied (Ross, 1989). "Yet adult 
education research continues to be largely restricted to convenient samples of white 
middle-class populations and only more recently likely to deliberately include females" 
(Ross, 1989, p. 99). Non-white men and women and non-middle class remain a group 
set aside for future study according to Ross-Gordon (1991 ). Cunningham ( 1989) states 
that education's promise is compromised when people of color, women, and the poor 
are excluded from research. The understanding of deterrents to participation is critical 
to the practice of adult education because of the voluntary nature of most of the adult 
education activities according to Darkenwald and Merriam (1982). These authors 
suggest that adult education may contribute to increasing the difference in resources 
and life satisfaction between the least and most educated groups of the population. 
Scanlan (1986) has expressed concern about the growing inequality between the 
"educational haves and have-nots" (p. 2). 
Research Questions 
The following research questions guided this study. 
1. What factors deter low-income women aged 36 and younger living in 
nonmetropolitian Oklahoma counties from participating in nonformal adult education 
based on responses to the Deterrents to Participation Scale-Nonformal (DPS-NF) 
instrument? 
2. Are the DPS-NF responses of those respondents reporting participation 
different from those respondents not reporting participation within in the last 12 
months? 
3. Does a relationship exist between the respondents' scores obtained from the 
Coopersmith Self-Esteem Inventories (CSEI) Adult Form (1981) and the DPS-NF 
factors? 
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4. Do relationships exist between selected socio-demographic variables and the 
DPS-NF factors? 
5. Do the DPS-NF factors differentiate the respondents according to race? 
Definitions of Terms 
The following terms used within this study are defined for clarification. 
Aid to Families with Dependent Children: commonly referred to as AFDC 
which is a program under the jurisdiction of the Oklahoma Department of Human 
Services. AFDC provides "cash grants for families with children deprived of support 
because of a parent's death, incapacity or absence; education, training and education, 
training and employment services; and day care assistance" (Oklahoma Department of 
Human Services [Oklahoma DHS], 1993, p. 14). 
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Oklahoma Cooperative Extension Service: a federal, state, and county 
partnership that has worked since, 1914 to serve the needs of the people. This three-way 
partnership has resulted in a statewide nonformal education organization that is attuned 
to the needs of the diverse areas and people of Oklahoma and is flexible in its programs 
and approaches. The Oklahoma Cooperative Extension Service (OCES) mission is to 
help people improve their lives through an educational process using scientific 
knowledge focused on issues and needs (OCES, 1995). 
Deterrent: a reason or related groups of reasons contributing to an adult's 
decision not to engage in organized or other-directed learning activities (Scanlan, 
1986). 
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Poverty Guidelines: used by various Federal departments to determine a person's 
financial eligibility for assistance under a particular Federal program; a simplified 
version of the Federal Government's statistical poverty thresholds; updated annually by 
the Department of Health and Human Services to reflect the last calendar year's 
Consumer Price Index. The 1995 guideline for all states ( except Alaska· and Hawaii) 
and the District of Columbia for a family unit of three is $12,590 (Federal Register, 
1995). 
Nonformal adult education: any organized non-credit or non-certification 
education activity directed by a formal organization or group; planned and implemented 
by a designated leader; and designed to help people live more successfully ( Cross, 
1981; Darkenwald and Merriam, 1982; and Scanlan, 1986). 
Nonmetropolitian Counties: counties with a populations ofless than 100,000 
(Beale, 1993). 
Assumptions 
This study was based on the following assumptions. 
I. Statements of the Deterrents to Participation Scale-Nonformal (DPS-NF) 
instrument are appropriate for this study's identified population. 
2. The Coopersmith Self-Esteem Inventories (CSEI) Adult Form instrument will 
be valid for this study's identified population. 
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Limitations of the Study 
The following limitations apply to this study. 
1. The study was limited to AFDC female recipients aged 36 or younger living 
in non-metropolitan counties in Oklahoma that have had a poverty rate of more than 20 
percent in the last four U. S. censuses. The study does not include other women whose 
incomes were below or near the poverty guideline. 
2. The information for the study was collected in small groups with the Adult 
Learning Survey read aloud as compared to other studies that mailed the surveys. 
3. The information for the study was collected from voluntary participants that 
were attending a meeting sponsored by the Oklahoma DHS. 
4. The sample population for this study was based on a quota sample 
(Oppenheim, 1992) rather than a random sample. 
CHAPTERH 
REVIEW OF THE LITERATURE 
The purpose of this chapter is to review the literature relevant to adult 
education participation deterrents. This chapter will be divided into five 
topics related to education: (a) deterrents to participation studies; (b) rural 
adults; ( c) low-income adults; ( d) women; and ( e) self-esteem. 
Deterrents to Participation Studies 
Adult education practitioners and researchers have focused many 
discussions on the question of how to recruit adults for organized learning 
activities. One phase of discussion and research has dealt with the factors 
which prevent adults from participation in education activities. The force-
field analysis work of Miller ( 1967) began to identify variables which 
prevented or hindered adult participation in educational activities. Other 
participation theories and models have identified barriers to participation 
(Darkenwald and Merriam, 1982; Cookson, 1986; and Cross, 1987). Scanlan 
(1986) renamed the variable, barriers, as deterrents. Scanlan's definition of 
deterrents to participation is "a reason or related group of reasons 
contributing to an adult's decision not to engage in organized or other-
directed learning activities"(1986, p. 2). Scanlan noted that deterrents have 
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been classified into two categories. Extrinsic factors hi11der or prevent adults 
from participating in a desired educational activity. Intrinsic factors, the 
second category, include the values, attitudes, perceptions, and temperament 
that decrease a learner's motivation from participation in educational 
activity. Cross (1981) described three types of deterrents. Extrinsic deterrents 
were divided into situational and institutional deterrents. Situational 
deterrents come from a person's current situation in life such as family or job 
responsibilities. Institutional deterrents come from the educational 
institutions that provide educational opportunities such as the locations of 
the course offerings or inappropriate workshops. Cross labeled the third 
deterrent as dispositional which is similar to the intrinsic factors described 
by Scanlan. 
Deterrents Identified by Multivariate Analyses 
Scanlan artd Darkenwald wrote that "motiv~tional orientation factors 
have not proved useful in distinguishing participants from non-participants" 
(1984, p. 155). They initiated research to identify an underlying pattern 
from the reasons given by adults for not participating in continuing 
education and to determine if deterrent factors, obtained from factor 
analysis procedures, were useful in discriminating between participants and 
non-participants. Scanlan and Darkenwald developed an instrument, 
Deterrents to Partictpation Scale (DPS), to investigate the variables that 
deterred allied health professionals from participation in continuing 
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education. The final DPS instrument had 40 items and a :91-alpha 
reliability coefficient .. Respondents, identified as non-participants, 
numbered 117. Six predictors were identified of which the first five listed 
accounted for 41 percent of the variance in participation status. The 
researchers labeled the factors as Disengagement, Cost, Family Constraints, 
Benefit, Quality, and Work Constraints. The researchers' conclusion was 
that their findings supported a multidimensional deterrent construct. They 
noted three distinct variables, Occupational Constraints, Family 
Constraints, and Cost, which had been previously classified as situational 
deterrents. Benefit (or lack of benefit) and Quality were categorized as 
institutional deterrents. The factor, Disengagement, included the variables 
that were related to the disposition deterrent. Scanlan and Darkenwald 
concluded that "deterrent factors can be identified; that the construct is 
multidimensional; and that the factors substantially contribute to explaining 
the variance in·participation behavior" (1984, p. 165). 
The limitation of the research initiated by Scanlan and Darkenwald 
was that it had little or no external validity (Darkenwald and Valentine, 
1985). Darkenwald and Valentine developed a new form of the Deterrents 
to Participation Scale (DPS-G) designed for the general public. The purpose 
of their research was "to identify the factors that deter the general public 
from participating in organized adult education. Adult education was 
defined as any organized learning activity for adults, including courses, 
workshops, seminars, and training programs offered by schools, colleges, 
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and other organizations or community groups." (Darkenwald and Valentine, 
1985, p. 178). The population for this study was a random sample of 
persons from Somerset County, New Jersey; 16 years of age or older; non-
institutionalized; and not enrolled full-time in a school, college, or other 
educational institution. They identified six factors through factor analysis 
that accounted for 53 percent of the scale variance. Three of the identified 
factors, Time Constraints, Cost, and Personal Problems, were judged to be 
situational deterrents. Lack of Course Relevance was identified as an 
institutional deterrent. Two factors, Lack of Confidence, and Low Personal 
Priority, were identified as dispositional deterrents. Darkenwald and 
Valentine examined the relationship between selected sociodemographic 
variables of the respondents and the identified factors. The Lack of 
Confidence Factor had a positive correlation with older respondents and 
lower levels of income and educational attainment. The Cost Factor was a 
significant factor for women, younger adults, adults with lower education 
level, and income. The Personal Problems Factor included child care and 
family problems and was a significant factor for women. The study's 
findings support a multidimensional deterrents construct according to 
Darkenwald and Valentine. The researchers write that the low item means 
obtained from this study were consistent with those reported by Scanlan 
and Darkenwald (1984). The low item means indicated a person's decision 
not to participate in adult education was the result of a combination of 
multiple deterrents, rather than one or two deterrents according to 
Darkenwald and Valentine. 
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Darkenwald (1988) conducted a study to examine deterrents to 
participation from a cross cultural perspective and replicated the 
Darkenwald and Valentine (1985) study; The study's purpose was to 
establish the extent to which the U.S. findings could be generalized to 
Britain and to identify significant differences. A modified DPS-G 
instrument was mailed to persons randomly selected from the electoral 
polls of England. The British and U.S. data were subjected to the same data 
analysis procedures including the principal components factor analysis. The 
factors identified in the British study were: Lack of Course Relevance; 
Time Constraints; Cost; Personal or Family Problems; Low Confidence -
General; and Low Confidence - Age. The factors common to both the U.S. 
and British study were: Course Relevance; Low Confidence - General; Time 
Constraints; Cost; and Family Problems. The comparison of the British 
respondent characteristics to the U.S. respondent characteristics for the 
following factor scores were comparable. The Low Confidence - General 
Factor had a significant negative correlation with education. The factor, 
Cost, had a negative correlation with income and education. The Time 
Constraints Factor had a negative correlation with full time employment. 
Personal Problems were associated with women and negatively associated 
with educational attainment. Darkenwald concluded that the U.S. findings 
could be generalized to Britain. 
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A study conducted by Drake (1988) investigated the source variables 
that deter vocational agricultural education teachers from participating in 
college credit courses and non-credit courses. Drake used the Darkenwald 
and Valentine (1985) DPS-G instrument for the study and factor analysis. 
The population for the study was secondary vocational agriculture teachers 
in Alabama who had completed a four-year degree program and had been at 
their present school for more than two years. The six factors identified 
were; Lack of Course Relevance; Cost; Lack of Confidence; Time 
Constraints; Lack of Encouragement; and Personal Problems. The factor, 
Cost, was significantly related to educational level, age, teaching 
experience, and experience in present school. Lack of Confidence and Time 
Constraints factors were significantly related to age and teaching 
experience. The factor, Lack of Encouragement was significantly related to 
age. Drake concluded that the identified factors and the relationship 
between factors and sociodemographic variables noted would be helpful to 
agricultural education program planners. 
Hayes & Darkenwald (1988), investigated participation deterrents of 
low-literate adults enrolled in adult basic education (ABE). The purpose of 
their study was to develop an instrument to explore the deterrent factor 
structure of prospective and current ABE participants. The objectives were 
to measure deterrents to participation; to determine if factors could be 
developed from the individual deterrents identified; and to search for 
relationships between factors and socio-demographic variables. An 
instrument, Deterrents to Participation Scale-Form LL (DPS-LL) was 
developed for the study. Data were collected from participants enrolled in 
New Jersey ABE urban programs. The researchers identified five deterrent 
by use of the factor analysis procedure. The factors, Low Self-Confidence, 
Negative Attitude to Classes, and Social Disapproval, were identified as 
dispositional. The item means were relatively high for the Low Self-
Confidence factor and offer evidence that the factor is important to this 
group of :respondents according to Hayes and Darkenwald. Other factors 
identified were Situational and Low Personal Priority. According to the 
researchers, low-literate adults have a variety of roles and responsibilities 
that take precedence over educational activities which is similar to the 
general adult population. The sociodemographic variables related to the 
identified factors were: Low Self-Confidence had a negative correlation 
with educational attainment. Situational Barriers had a positive correlation 
with women, unemployment, and responsibility for young children. Low 
Personal Priority had a positive correlation with age. The correlation 
between sociodemographic variables and the deterrent factors were low 
according to Hayes and Darkenwald and they suggested further exploration 
of this topic. The researchers wrote that the item mean importance was low 
and indicated that non-participation was the result of a combination of 
deterrents. Suggestions for further research included the need to study rural 
populations and non-participants of educational programs. 
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A deterrent study (Blais, Duquette, and Painchaud, 1989) was 
conducted in Canada to explore non-participants' reasons for non 
participation in continuing nursing education and to determine whether 
women working in a traditionally female profession were confronted with 
specific kinds of deterrents. According to the researchers, a Canadian 
survey showed the adult education participation rates for employed women 
of 29 percent compared to a rate of 21 percent for men. However, only 36 
percent of the women reported work-related courses compared to 59 
percent of the men. The problem identified for the study was that working 
women are more likely than men to be involved in adult education but are 
considerably less inclined to participate in educational activities related to 
work. Blais, Duquette, and Painchaud revised the Scanlan and Darkenwald 
(1984) DPS instrument and mailed it to a stratified, randomly selected 
francophone diploma practicing nurses. The researchers selected a cluster 
analysis, with squared Euclidean distance, as the analysis method. A five 
cluster solution identified the following clusters; Incidental Costs; Low 
Priority for Work-Related Activities; Absence of External Incentives; 
Irrelevance of Additional Formal Education for Professional Practice; and 
one combined cluster labeled, Lack of Information and Affective Support. 
Blais, Duquette, and Painchaud state "Contrary to factor analysis where 
items of various means (high and low) can be grouped together, the data 
analysis method used in this research tended to cluster items within a 
similar range of means ... Clusters not only reflect meaningful groupings but 
16 
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also the degree of importance they were perceived to have had on non 
participation" (1989, p. 232). The Incidental Cost cluster included the 
financial costs of travel and child care; registration fees; and loss of 
income when scheduled during working hours and the employer did not pay 
for a replacement. The cluster, Low Priority for Work-Related Activities, 
suggested that a low energy level and the perception that continuing 
education participation encroaches on other more valuable areas of life. 
The cluster, Absence of External Incentives, indicated that a lack of 
rewards and incentives for continuing professional education. The 
researchers deducted that professional disengagement and a poor quality of 
the work environment are central to the cluster, Irrelevance of Additional 
Formal Education for Professional Practice. The combined cluster, Lack of 
Information and Affective Support had the lowest item means but did 
identify the need for affective support when self-confidence was low. The 
researchers concluded that incidental costs and conflicting role demands of 
women resulted in a low priority assigned to educational activities and 
were the most important barriers to participation in continuing education. 
Course providers must develop innovative program delivery methods within 
the workplace since working women with children bear an additional 
burden for participation in work-relation education activities according to 
Blais, Duquette, and Painchaud. 
Air Force enlisted personnel was the population used by Martindale 
and Drake (1989) to validate the DPS-G instrument. A second purpose was 
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to identify factors that deterred Air Force personnel from participating in 
voluntary education programs during off-duty time through utilization of 
the factor analysis procedure. This study identified eight factors of which 
six were similar to deterrents identified by previous studies. The factors 
identified by Martindale and Drake were Lack of Course Relevance; Lack 
of Confidence; Cost; Time Constraints; Lack of Convenience; Lack of 
Interest; Family Problems; and Lack of Encouragement. Four factors, Lack 
of Course Relevance, Lack of Confidence, Cost, and Time Constraints, 
were identical to those identified by Darkenwald and Valentine (1985). 
Two factors identified were similar, but renamed as Lack of Interest and 
Family Problems. The two additional factors identified by Martindale and 
Drake were Lack of Convenience and Lack of Encouragement. Martindale 
and Drake concluded that the DPS-G instrument measured the same 
deterrents and further developed the factor structure. The 
sociodemographic variables and the factors were analyzed using one-way 
analyses of variance. Lack of Course Relevance and Lack of Confidence 
increased with age of the respondents and decreased with the level of 
education of the respondents. The factor of Cost was a more important 
issue with younger respondents. The findings, according to Martindale and 
Drake, demonstrated the usefulness of measuring deterrents and support the 
universality of the DPS-G instrument. The researchers suggested that future 
deterrents research explore the validity threat of social desirability. A 
second recommendation was to include a self-concept instrument with the 
DPS-G and to investigate the relationship between the results of the two 
instruments. 
"Hayes' work contributed to the analytical depth of nonparticipation 
study, the fact that the research subjects _were all participants in ABE 
programs constituted a limitation of the study" (Beder, 1990, p. 209). Little 
research had focused on the adult literacy population; the eligible 
nonparticipants; and the reasons for nonparticipation. Beder conducted 
research fo identify the reasons for non participation in ABE and whether 
sociodemographic variables were associated with the non participation 
reasons. Based on open-ended interviews with 21 high school drop-outs 
who had never participated in ABE, a 32 item, Likert format, instrument 
was developed. The sociodemographic variables for the instrument were 
native county, marital status, number of children, number of children living 
with subject, community size~ sex, employment, job satisfaction, last grade 
attended, health status, disabilities, age and income. The target population 
for the study was ABE eligible, Iowa residents who had not participated or 
were not currently participating in the ABE program. Participants for the 
study were chosen from respondents to an initial screener survey targeting 
households whose incomes were less than $20,000. The researcher 
collected the data by phone; used factor analysis to examine the data; and 
selected a five factor solution. The five factors accounted for 46 percent of 
the variance. The factor, Low Perception of Need, accounted for 20 percent 
of the variance and included items concerned with the usefulness of 
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additional education and the issue of age and education. The next factor, 
Perceived Effort, accounted for seven percent of the variance and contained 
two types of perceptions. One type reflected the amount of mental effort 
needed and the second perception was the financial effort needed plus the 
effort required to overcome the general problems of life. This factor 
included two items related to lack of information. Both factors, Dislike for 
School and Situational Barriers, contained three items each and 
respectively accounted for seven percent and six percent of the variance. 
The fifth factor was too difficult to interpret and was dropped from the 
analysis according to the researcher. Beder stated that based on the mean 
item scores, the best measures of factor magnitude were Low Perception of 
Need; Perceived Effort; and Situational Barriers. The Low Perceptions of 
need had a positive correlation with separation or divorce, widowhood, 
number of children in the home, full time employment, retirement, last 
grade attended; health status, and age. Situational Barriers come from the 
role responsibilities associated with a stage in life because the variables 
associated with this factor included marriage, widowhoqd, number of 
children in the home, and full time employment according to Beder. "The 
results of this study show that the reasons why adults do not participate in 
adult basic education are multidimensional. They elect not to participate 
because of low perceptions of need; the perception that participation would 
entail too much effort; because of dislike for school; and because of 
situational barriers. These findings are roughly consistent with Hayes' 
( 1988) research" (Beder, 1990, p. 216). One of Beder's conclusions from 
this research was that the research findings support the basic logic of 
nonparticipation which is a low perception of need translated into low 
motivation to attend and no resulting economic reward. Others may 
perceived the need to attend ABE but are deterred by situational barriers. 
Suggestions for further research included the need to further explore the 
psychological variables; the processes adults use to adapt to deficits that 
might otherwise trigger educational needs; and the relationship between 
education values and attitudes and nonparticipation in adult education. 
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Years of apartheid in South Africa have resulted in a large population 
of adults with less than twelve years of schooling according to Reddy 
(1991). Compensatory education classes are available but participation 
rates are low. Reddy conducted research to explore the nature of the 
deterrents construct for educationally disadvan~aged South Africans based 
on the Scanlan and Darkenwald (1984) research. A Deterrents to 
Participation Scale-form CC (DPS-CC) was developed based on interview 
with nonparticipating adults. Reddy identified the target population as 
African, Indian, and Colored adults over the age of sixteen who had not 
completed high school and were not attending evening classes living in the 
Natal Province. The respondents in the study were; 65 percent female; 60 
percent between the ages of 21 to 40; 60 percent employed; 73 percent with 
five to ten years of schooling; 42 percent Africans; 36 percent Indians; and 
22 percent Coloured. The researche.r used the principal components 
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analysis and selected a six factor solution that accounted for 49 percent of 
the total variance. The identified factors were: Dispositional Constraints; 
Personal Constraints; Lack of Infrastructural Support; Lack of Course 
Relevance; Work Constraints; and Informational Barriers. The items that 
loaded on the factor, Dispositional Constraints, focused on doubting 
personal ability; lack of confidence; and uncertainty due to age and the 
passing of time. All of the items that loaded on the factor, Lack of 
Infrastructural Support, were rated among the ten most influential on the 
scale. Reddy concluded that this factor was perceived as an important 
deterrent for the respondents. The positive relationships between 
Dispositional Deterrents and increasing age; and between Dispositional 
Deterrents and decreasing level of education were consistent with previous 
research according to Reddy. Younger adults were more likely to be 
deterred by personal situations and family responsibility. Deterrents had a 
positive correlation with Africans. The researcher concluded "The results ... 
were consistent with past research in providing support for the 
multidimensionality of the deterrent construct. The factors identified ... 
differed from the factors identified by previous research on deterrents. 
Given that the study population of the cross-cultural DPS-CC differed 
substantially from the sub-populations of previous studies on deterrents, 
this outcome was anticipated" (Reddy, 1991, p. 236). 
Gibson (1991) replicated the Darkenwald and Valentine (1985) study 
with an adult population in Northwestern Alberta, Canada. A principal 
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components analysis technique identified a six factor solution that Gibson 
determine to be the best solution. The identified factors included Factor 1 -
Lack of Confidence; Factor -2 Perceived Lack of Course Relevance; Factor 
3 - Cost; Factor 4 - Time Constraints; Factor 5 - Personal Problems; and 
Factor 6 - Low Personal Priority. Gibson reported significant correlations of 
(a) Lack of Confidence and low educational background; (b) Cost and 
younger adults; ( c) Time and younger adults, the more educated, and those 
with higher incomes; and ( d) Personal Problems and older adults, low-
income adults and those living a long distance from a community college. 
The studies reviewed in this section of the literature review 
investigated perceived deterrents to participation in educational 
opportunities and all used multivariate analyses which included factor 
analysis, principle components and cluster analysis for the analysis 
technique. The populations of interest were international in scope and 
included specific employed groups; the general public; as well as 
educational program participants and nonparticipants; as shown in Table 1. 
The researchers used different terms to label the factors and the factors 
included different items. Due to this inconsistency, a decision was made to 
classify the factors from the various studies under as similar headings as 
possible. The studies shared some similarities. All of the studies except the 
Hayes and Darkenwald ( 1988) study identified Lack of Benefit as a 
deterrent factor as shown in Table 1. The studies' findings are congruent 
with an assumption employed by Knowles ( 1990) as a basis for the 
Study 
Population 
Scanlan/Darkenwald (1984) Health Professionals 
Darkenwald/Valentine (1985) Public 
Darkenwald (1988) General Public, England 
Drake (1988) Agriculture Teachers 
Hayes/Darkenwald (1988) ABE Participants 
Blais/Dugette/Painschaud (1988) Nurses, Canada 
Martindale/Drake (1989) Air Force Personnel 
Beder (1990) ABE Nonparticipants 
Reddy (1991) Low Educ., S. Africa 
Gibson (1991)General Public, Canada 
1 included quality 
2 two categories (general & age) 
3 included travel & cost 
4 included time 
5 included lack of information 
6 included inconvenience 
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Andragogical Model. "Adults need to know why they need to learn 
something before undertaking to learn it" (Knowles, 1990, p. 57). A 
principle evolved from this assumption, according to Knowles, is that the 
facilitator must develop a learner's awareness of the need to know. As 
indicated in Table 1, these studies identified another common deterrent 
factor as Family or Personal Constraints. Cross (1981) and Darkenwald and 
Merriam (1982) labeled this deterrent as a situational deterrent and 
suggested that adults may believe situational deterrents are more socially 
acceptable reasons than reasons such as lack of interest or self-confidence. 
Cross (1981) wrote that the most commonly identified deterrent was the 
situational deterrent. 
Lack of Confidence was the next most commonly identified deterrent 
factor of the studies reviewed. Cross recognized the importance of self-
confidence in the Chain-of-Response Model included in Self-evaluation 
(Point A) of the model and wrote that this is where the decision to 
participate begins. "Persons who lack confidence in their own abilities 
[frequently termed failure threatened or deficiency oriented] avoid putting 
themselves to the test and are unlikely to volunteer for learning which 
might present a threat to their sense of self-esteem" Cross, 1981, p. 125). 
The factor, Cost, was the fourth most commonly identified deterrent. 
The three studies whose respondents could easily be recognized as low-
income did not identify Cost as a deterrent factor. However, the Hayes and 
Darkenwald ( 1988) study included cost as one item within the deterrent 
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factor, Situational, which was listed under the Family or Personal Constraints 
heading in Table 1. The Gibson (1991) study reported a significant correlation of the 
Personal Problems Factor and low-income adults. 
In summary, the studies in this section used a similar deterrents to 
participation instrument and multivariate analysis of the data. Table 1 presents an 
overview of the studies and the identified deterrents. Deterrents that were identified 
most often included (a) Lack of Benefit, (b) Family or Personal Constraints, (c) Lack 
of Confidence, and ( d) Cost. 
Related Studies 
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Researchers have used other methods for data collection and analyses, in 
addition to the various Deterrents to Participation scales and multivariate analyses of 
data to investigate the deterrents to participation in adult education. One such study 
was the Northwest Action Agenda Project (NAAP) out of the National Action 
Agenda for Rural Postsecondary Education (McDaniel, Severinghaus, Rude, Gray, & 
Emery, 1986). A major purpose of the NAAP study was to develop useful 
information on deterrents to rural adult participation in postsecondary education. The 
NAAP researchers conducted a Delphi technique study to collect data from service 
education providers and rural adult learners in seven northwestern states. They 
interviewed approximately six providers per state who were selected on a 
reputational basis for their knowledge of rural adult education activities. The project 
committee members selected and interviewed a total of 47 rural adult learners. The 
sample of learners included current or past participants in educational programs 
known to the project's steering committee. The interviewed learners were 
predominantly white, female and married. The providers from all of the states 
identified similar deterrents as did the learners. Learners and providers gave similar 
ratings of importance to specific deterrents. Two major conclusions were: the 
importance of support from family and local community for the learner; and the 
learner's life experiences, determination to succeed, and level of adaptability or 
resiliency. A conclusion drawn from the educational providers' data was that rural 
adults with limited educational backgrounds are more likely to pursue academic 
programs if they have had a good experience in a re-entry programs or attend non-
credit classes. Situational deterrents for rural learners included geographic isolation, 
weather, class scheduling, family responsibilities, time constraints, and limited 
access to advanced instructional technology. The learners did not identify cost as a 
deterrent but identified lack of information about programs and services and 
difficulty in accessing instructors and counselors as deterrents. The study concluded 
that successful rural adult learners must have a high degree of motivation Another 
conclusion was the importance of a supportive state policy and a supportive 
philosophy of educational institutions accompanied with action to decrease the 
deterrents faced by rural adult learners. 
Stanley (1989) investigated deterrents to participation in adult literacy 
programs from among a low-literate, non-participation adult population in the 
Portland, Oregon area. A statewide literacy referral hotline provided the population 
from which the sample was taken for this study. The researcher used: phone 
interviews to collect data from 48 persons; the Hayes and Darkenwald (1988) 
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instrument, DPS-LL; and descriptive statistics as the analysis method. The six items 
with the highest mean scores were: It was more important to get a job than to go to 
school; I didn't have time to go to classes; I didn't think that I could go to classes 
regularly; The classes were held at times when I couldn't go; I was not given 
information about where I could attend classes; and starting classes would be 
difficult, with lots of questions to answer and forms to fill out. A conclusion of the 
study was that lack of information is a major deterrent for the surveyed group. The 
sixth item·was listed under the category, Confidence, as indicated on Table 3. 
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Easton ( 1991) conducted a study to identify educational barriers confronting 
rural adults in the states of Alaska, Colorado, Idaho, Kansas, Montana, Nebraska, 
Nevada, North Dakota, Oregon, South Dakota, Utah, Washington, and Wyoming. The 
survey respondents were college and university faculty and administrators; rural adult 
educators, teachers and school administrators; county extension agents; legislators; and 
state and regional educational agency staff. The researcher used a three-round modified 
Delphi survey to collect the data. One of the major conclusions was the importance of 
institutional reforms to open access to educational programs to rural residents. The 
respondents identified community colleges and land grant universities the should have 
specific mission to educate rural adults. A second major conclusion was the need for 
interagency and inter-institutional coordination to provide rural adults access to 
educational programs from all available sources. The identified sources included 
lifelong learning centers, public school systems, colleges, and educational cooperatives. 
The respondents linked reforms in rural elementary and secondary schools to advances 
in rural adult education and the need for rural schools to develop attitudes for lifelong 
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learning. Survey respondents identified curriculum as another major area of concern 
and stated the necessity to base course offerings on documented needs of rural adult 
learners. Another issue expressed by 90 percent of the respondents was the desirability 
of combining high tech program delivery with high touch with increased numbers of 
instructors at remote learning sites. Easton concluded in the public policy arena "a 
strong majority of the respondents rated 'policy to encourage lifelong learning,' 'state 
commitment to adult basic education,' and 'federal and state commitments to adult 
literacy programs' as both important and feasible" (1991, 72). 
A purpose of the Sundet and Galbraith (1991) study was to examine the 
deterrents to participation to adult education programs within rural Missouri. The 
counties in the study had been affected by the combination of adverse financial, social 
and demographic forces. Adult education programs had regularly offered through an 
area vocational-technical school, a regional state college and university extension. State 
government units had held a variety of special sessions to address issues caused by the 
negative economic conditions. The response to these adult education efforts had not 
been favorable. The study used two needs assessment techniques, the key informant 
approach and the general population survey. The study's sample population were 
identified from those attending special workshops in the seven counties. Most of the 
people were representative of and or held leadership in core community systems or 
organization and had been specifically invited to the workshops. The population of 
subjects were mailed a questionnaire and asked to judge four areas of adult education 
programs within the context of a rural crisis. The areas were availability, educational 
policy, curriculum, and barriers to participation. Based on the data, the researchers 
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concluded that the social aspect of coming together for an educational program was 
more important for those suffering from fear and depression due to the economic 
outlook. Location and methodology that met social needs of the learners were more 
important than sophisticated technology or ease of access. Valid programs were judged 
to have immediate relevance. Programs not valued were those that assumed people 
would relocate to the city. Personal survival meant the preservation of a way of life and 
included the sense of community survival. The lack of transportation was the only 
deterrent positively associated with the upper age group. The deterrent, too old for 
school, was as strong of deterrent for respondents in their twenties as for those in their 
sixties. Sundet and Galbraith concluded that education is.considered a function of 
childhood and adolescence and not a life-long process in the geographic area studied. 
The researchers called for the acceptance of rural adults as a subculture that required 
specific educational strategies designed for the uniqueness of rural adult learners and 
their communities. 
An Ohio study (Norland, 1992) sought to identify the encouragers and 
deterrents to participation and persistence in Cooperative Extension Service 
educational programs. The researcher collected data by mailed questionnaires from 
participants in a variety of Extension programs. The researcher identified five factors 
related to participation; low anticipated difficulties with arrangement; high 
commitment to the Extension organization; anticipated positive social involvement; 
anticipated high quality of the information; and high internal motivation to learn. 
The best set of participation predictors related to satisfaction were: receiving self-
improvement outcomes; anticipating few arrangement problems; experiencing few 
negative learning outcomes; and having high commitment to the teacher throughout 
participation. Norland concluded from the data that "Ohio Extension clientele 
participate and persist for the same reasons, they can arrange to participate, they're 
internally motivated, they believe Extension provides quality information, and they 
enjoy social involvement" (1992, p. 13). Based on the information gained from the 
study, Norland recommended that social involvement should be incorporated in 
educational experiences and the learning experiences should encourage continued 
self-improvement beyond the current workshop or lesson topic. 
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In-depth interviews were conducted with 20 ABE resisters in an urban area to 
determine why resisting adults were not attending existing local ABE programs 
(Quigley, 1992). Resisters are adults who are aware that a geographical, financially, 
and time convenient ABE program is available but consciously refuse to attend. All 
of the resisters believed in education and valued learning but the issue of school was 
vehemently rejected. The researcher divided the resisters into three types. The first 
group carried embittered feeling toward school and had experienced insensitivity of 
teachers and fellow students. The second group felt that school had been an insulting 
experience due to the disregard or inferior treatment of their culture. The third group 
believe they were too old and simply said school was not for them now. 
A qualitative study by Ziegahn ( 1992) explored the motivations of adults with 
low literacy skills toward literacy and learning. The purpose of the study was to 
discover the roles of learning and literacy among a group of poor readers and to 
explore motivations toward learning outside of a specific programmatic context, 
such as a literacy program. The target population for this study was a rural 
reservation community in western Montana. The researcher interviewed 27 adults 
who had problems with reading and writing. The respondents included 15 Native 
American and 12 non-native adults which included 15 men and 12 women. The 
open-ended i,nterview questions included such as: What the respondent had learned 
lately? How much did the respondent read? How the respondent managed in 
situations when reading and writing skills were needed? What were the respondent's 
experiences with school? Ziegahn identified three deterrents related to a lack of 
interest in education. One deterrent was the negative reading experiences in school 
and the message that illiteracy is a fault of the individual rather than the system. 
Another deterrent was the low priority of further education·in terms of family 
demands which included time; enrollment and transportation costs; literacy 
education did not translate into good jobs or more money; and the value of manual 
labor over mental labor. A third deterrent related to woinen. "Women who were in 
the midst of sorting out difficult'relationships with significant members of their 
social network, inostly spouses, relatives, and close friends, had difficulty in seeing 
themselves outside of the private domain of the home or intalking about their 
learning needs. They tended to define themselves primarily in terms of connection, 
caring, and their response to others" (Ziegahn, 1992, p. 45). However, respondents 
were enthusiastic about learning if learning was disassociated from schooling. 
Motivators for learning included the practical application of learning how to do 
things, the challenge of a problem and learning about human relationships. The 
conclusion of the researcher was that adults with low reading skills do not oppose 
learning and gaining of knowledge but that literacy and participation in literacy 
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education are low priorities. A recommendation for further study was the need to 
determine the motivators and deterrents of women who spend most of their time in 
the private domain of the home. Ziegahn suggested that literacy education should 
transcend the classroom and take place simultaneously with learning about life. 
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The studies reviewed in this section of the literature review focused on 
identification of deterrents and factors which overcome deterrents The studies used 
several different analysis techniques. The population of interest in the studies 
included educational providers and key decision makers as well as educational 
program participants and non-participants as indicated in Table 2. The researchers 
used different terms to label the factors. Due to this inconsistency, a decision was 
made to classify the factors from the various studies under as similar headings as 
possible. The most commonly mentioned deterrent factors were Confidence; Benefit; 
and Support as shown in Table 2. 
The Confidence and Support factors are related. Cross (1971) discussed the 
importance of attitudes about education of reference groups and membership groups 
in the Chain-of-Response Model. The model has linked Self-evaluation (Point A) and 
Attitudes about Education (Point B). Cross wrote that these two elements were 
purposefully linked "to suggest that there is a relatively stable and characteristic 
stance toward learning that makes some people eager to seek out new experiences 
with a potential for growth while others avoid challenges to their accustomed ways 
of thinking or behaving" (1971, p. 126). The importance of the factor, Benefit, was 
recognized by Knowles (1990) in the Andragogical Model. The adult need to know 
TABLE2 
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why something should be learned before undertaking learning was a basic 
assumption used in the Andragogical Model. 
The identification of deterrents to participation was the common 
thread of all the studies reviewed. Tables 1 and 2 summarizes the 
conclusions from the reviewed studies. The factors identified most often: 
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Lack of Benefit (14); Lack of Confidence (13); Family ~nd Personal 
Constraints (11); Lack of Support (10); and Lack of Interest/Disengagement 
(9). The frequent identification of these factors comply with basic 
assumptions of Knowles' (1990) Andragogical Model and Cross' (1971) 
Chain-of-Response Model. 
Education Issues Related to Rural Adults 
"Rural America has many realities. Rural New England differs 
geographically, climatically, and culturally from the rural areas of the 
Midwest, the High Plains, the Piedmont, the Deep South, and Pacific 
Northwest... "(Whitaker, 1983, p. 71). Within each region, variety and 
diversity exist. The diversity of cultural heritage, values, aspirations, and 
socio-political forms affect education programs and the generalizabilty of 
rural education research findings (Whitaker). 
A number of myths exist about rural America according to Hansen 
(1987). People consider rural life "a healthy environment in which to raise 
children, a place where family ties and friendships are valued, maintained and 
enriched, hard work, self-reliance and independence predominate, and where 
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financial concerns are reduced because everything is owned and grown" 
(Hansen, 1987, p. 148). The reality is often very different. The reality for 
many rural families is the reality of poverty and a harsh life. Included in the 
rural realities identified by Hansen were: a greater occurrence and severity of 
malnutrition than in urban areas: the highest rate of maternal and infant 
mortality; higher rates of unemployment and underemployment than in urban 
areas; a divorce rate that has increased at faster pace than that of the cities; 
and a higher percentage of rural residents with incomes below the poverty line 
than in urban areas. Limited job opportunities and many low paying jobs 
increase the chances of poverty regardless of work skills or the desire to 
work. The problem is made worse since the rural poor are more likely than the 
urban poor to be underemployed or self-employed and own their own homes. 
Rural poor families are also more likely to pay federal, state, local property, 
and social security taxes. This means that for the rural poor, a smaller 
proportion of their incomes can be used to provide for their families 
(Garkovich, 1991). According to O'Hare (1988), the rural poor do not receive 
their share of welfare benefits expected based on poverty rates. Some of the 
reasons are: a greater number of married couple families ineligible for Aid to 
Families with Dependent Children (AFDC); and families more l_ikely to be 
working intermittently and ineligible for some welfare programs. America's 
rural population has experienced growing levels of economic distress. The 
outmigration of the better educated has made the situation worse, (O'Hare, 
1988). People living below poverty were less likely to migrate to metro areas 
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due the to the costs associated with migration (Cromartie, 1992). Low-income 
rural families have a shorter supply of resources needed for migration: 
information about job and housing opportunities in other locations; and 
money to cover travel to and adjustment in the new location (Cromartie). 
Fitchen (1991) wrote that employment inadequacies, housing shortages, and 
family instability interact and help to worsen poverty in many rural 
communities. The interaction of the three problems made each worse. Fitchen 
believed these three problems also contributed to the increased geographic 
mobility of poor families which increased the basic problems again. The in-
migration of more low-income people seeking afforadable housing has added 
to the problem. These trends explain why there is more poverty in rural 
America and why rural poverty is becoming qualitatively worse concluded 
Fitchen. 
Lichter and Costanzo (cited in Hobbs, 1992) wrote that the economic 
marginality of so many rural residents creates a great potential demand for 
adult education and skill training. The authors caution that an effective 
educational program must be accessible and linked with improved income 
opportunities. Van Tilburg and Moore (1990) have expressed concern that 
many of the proposed methodologies for future rural learning opportunties 
presuppose a basic income level and no provision is made for the rural poor. 
Hansen (1987) states that the myth of a stress-free, tranquil existence 
in the country is detrimental. Because of the myth, education and social policy 
experts do not consider the aspect of appropriate quantity and quality of 
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services in rural areas. Nachitigal ( cited in Griffith, 1992) identified three 
types of rural areas. The first is the traditional rural American with productive 
farms well-kept home and communities, a puritan work ethic, and a politically 
active population. Agricultural producers and the professional people that 
service their needs are people of traditional rural America. A second category, 
transition communities, include a majority of commuters and retirees as 
residents. The third category was described as "the people left behind" , 
(Griffith, 1992, p. 189).These are rural communities comprised of people 
below the national averages for almost all measures of the good life. The 
focus of rural adult education programs has been for traditional rural America 
only (Griffith). 
Fitchen ( 1991) described the formal educational experiences of most 
adults in rural depressed areas as a "limited, unhappy, and unsatisfactory 
experience ... The majority made it partway through secondary school - but did 
not necessarily obtain the skills commensurate with their last completed 
school year" (p. 171). A few people, especially women, have returned to 
complete formal education, taking high school equivalency exams or enrolling 
in vocational training programs in area adult education programs or 
community colleges. Fitchen stated that the rural poor do not participate in 
the variety of voluntary organizations in the community. The task of providing 
, educational services to adults living in rural areas is a challenge. The need to 
provide education to rural adults has become an important local, state, and 
federal policy issue (Moore and McNamara, 1990). Hobbs stated "education, 
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broadly defined, will likely have as much or more to contribute to the future 
well-being of rural residents and the quality of life and economic 
sustainability of their communities as the location and natural resources of 
their locality" (1991, p. 38). Capable rural workers and citizens plus 
knowledgeable and creative rural community leaders supported by a variety of 
educational and training services will be pivotal factors in. determining which 
rural communities thrive during the 1990s (Hobbs). Community economic 
development is directly related to adult continuing education programs to the 
degree that the programs improve the quality of the work force and the quality 
of life in the community (Moore and McNamara, 1990). Continuing education 
programs that include a variety of professional, personal, community and 
cultural topics increase the quality of life in rural areas. Moore and 
McNamara state that an "important premise about adults participating in 
continuing education programs is that every adult should have access to 
programs of interest" (p. 36). 
Rural adult education is a distinct discipline and involves people from 
diverse disciplines. Some of these are: higher education and public school 
education based either on service or academic traditions; formal and informal 
grassroots organizations; professional and occupational education; and rural 
improvement and economic development. "Educational practice in rural adult 
education can be described as diverse - diverse in provider, content and 
method of delivery" (Spears, Maes, and Bailey, 1986, p. 2). Successful rural 
educational models are diverse in content, organization and purpose but have 
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three common characteristics. These are: designed to meet a specific societal 
need; sensitive to the adult learner's expectations; and extensive cooperation 
with other agencies. The authors state that successful programs respect adult 
autonomy, cultural differences, values, and lifestyles of rural adults. Unique 
considerations of rural adult education and learners include: restricted access 
to programs due to long distances and lower expectations since many rural 
adults believe their rural status relegates them to an inferior life. A third 
consideration is the need for rural adults to create their jobs in many instances 
rather than just becoming educated for a job according to Spears, Maes, and 
Bailey. Rural adults can be considered a unique subculture (Van Tilburg and 
Moore, 1990). A major criticism of comparataive studies of rural to nonrural 
characteristics is the lack of recognition of rural diversity. To understand a 
rural subculture stated Van Tilburg and Moore, rural educators must learn the 
subculture's beliefs, values, ways of learning, beliefs about the dominat 
culture, and understand past experiences with education. 
Some of the rural studies conducted have examined the profile of rural 
adult learners and preferred learning methods. A study by Barker (1985) 
identified low population density with fewer educational opportunities; 
geographic isolation; and the virtual lack of public transportation systems as 
problems faced by rural adult learners. The most common rural education 
providers are Cooperative Extension, community colleges and public libraries. 
The common learning method was the teacher-class approach. Barker based 
these conclusions on data collected by the Action Agenda for Rural Adult 
Post-secondary Education. 
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Mccannon ( 1985) compared the data from rural and urban adult 
education participants reported by the Natio,nal Center for Education Statistics 
(NCES) for 1981. The comparison did not produce any statistically significant 
differences on such variables as age and sex; participation reasons; subjects 
enrolled in; types of providers; number of courses taken; or source of 
payment. Mccannon stated that the data for rural and urban respondents were 
quite similar. For both groups about three-fourths of the respondents were 
between 23 to 50 years of age and more women participated than men. 
Respondents identified the most important reason for participation as the need 
to improve, advance or update their current occupation. Their first choice of 
subject matter was business related. In both groups, two-year and four-year 
colleges served more adults. In rural areas, vocational schools and 
government we·re the next most common types of education providers 
compared to elementary and secondary schools in the urban areas. Both 
groups reported enrollment in one or two courses in the previous twelve 
months. Rural and urban women more often were required to pay the full 
course cost than were their male counterparts. 
Researchers, Light, Hertsgaard, and Martin (1985), conducted a study 
to determine if the life satisfaction of farm men and women were significantly 
affected by their age, educational level, income, and sex. The researchers 
used the Life Satisfaction Index A (LSIA) instrument for the study and 
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surveyed 2,000 farm residents randomly selected from a farm operators list. 
The data were analyzed using a four-way ANOV A procedure. Level of 
education and annual net income produced significant differences in the LSIA 
mean scores. The analysis of individual statements suggested that subjects 
with higher levels of education and income were more satisfied as they 
reflected on their lives and appeared to more optimistic in their outlook on 
life. "The results of this study suggested that life satisfaction of farm men and 
women was influenced by the same factors that influenced life satisfaction of 
urban men and women: education and income appeared to be the salient 
features" (Light, Hertsgaard, and Martin, 1985, p. 11). 
A Virginia study, (Obahayujie and Hillison; 1987), examined the 
effectiveness of various instructional methods used by the Cooperative 
Extension Service (CES) with farmers of varying educational levels. The 
respondents in the sample were 94 percent male; 56 years or older, 32 percent 
were high school graduates; and 50 percent had some college experience, 
graduated from college, or attended graduate school. No statistically 
significant differences were found between five levels of education and the 
effectiveness of 24 instructional methods. The researchers noted a trend 
which indicated farmers with a high school education rated more of the 
instructional methods favorably than farmers with less or more education. 
Obahayujie and Hillison concluded that the Virginia CES more successfully 
targeted farmers in the middle range of education level and were less 
successful with farmers on either end of the education level continuum. 
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Today's world has recognized the necessity and value of education in 
formal, nonformal and informal settings. Included in this recognition, was the 
basic tenet that educational opportunities should exist for people of all ages: 
formal and nonformal community organizations are responsible for providing 
education opportunities: and the local community is at the center of planning 
and conducting educational activities (Galbraith, 1992). Rural America is 
experiencing a social, educational, political, and economic crisis. Lifelong 
education must be at the center of the solution to the rural crisis (Galbraith). 
"Lifelong education and learning are the foundation on which change and 
progress must be constructed. It is through the benefits of lifelong education 
and learning that personal, societal, and economic developments are 
advanced" (Galbraith, p. 316). 
Rural America is not a homogenous entity. Rural America is a 
collection of varied communities, areas, and regions. The picture of a solid 
prosperous countryside providing a good life for all rural people is a myth. 
Poverty and a bleak life are the realities for many rural families. In rural 
communities, economic problems have continued to increase. Employment 
inadequacies, housing shortages and family instability combine to worsen 
poverty for many of the nation's rural poor. Many of the proposed educational 
plans for rural communities neglect the needs of the poor. Training 
opportunities are not often linked to improved job opportunities locally. Rural 
life is a distinct subculture and educational programs designed for urban areas 
usually cannot be replicated successfully in rural areas. Successful rural 
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educational programs are designed to meet a specific societal need; sensitive to the 
adult learner's expectations; and extensive cooperation with other agencies (Spears, 
Maes, and Bailey, 1986). The majority of the studies reviewed in this section focused 
on the traditional population of rural agriculture producers and the professional people 
that service their needs. The work of anthropologist, Fitchen, (1981, 1991) stands out in 
sharp contrast. Fitchen's studies were focused on understanding low-income 
communities in rural New York. There appears to be a dearth of adult education studies 
specific to the rural poor in the South, the region with the highest poverty rate in the 
nation. Lifelong education is the heart of the solution to the social educational political 
and economic crisis of rural America (Galbraith, 1992). A basic adult education tenet is 
that educational opportunities should exist for people of all ages and that formal and 
nonformal community organizations are responsible for providing those opportunities. 
This belief is as important for rural adults as for urban adults. 
Education Issues Related to Low-Income Adults 
"Poverty is an ancient social phenomenon" (Anderson and Niemi, 1969, p. 1). 
Anderson and Niemi defined poverty as the "state of need or inadequacy which exists in 
fact for an individual or which is perceived by him to exist" (p. 4) and disadvantaged as 
"members of a poverty sub-culture and thus handicapped with respect to the mode of 
the dominant society" (p. 4 ). Garkovich ( 1991) stated that traditional explanations of 
poverty focused on individual motivations or choices and did not take into account the 
availability of jobs or the level of wages in relationship to poverty guidelines. Fitchen 
(1981) wrote that poverty is more than an annual income below the government poverty 
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line. Fitchen describes poverty as "an economic situation, an economic niche, and often, 
an economic forecast. And poverty has social, psychological, and cultural concomitants 
as well" (p. 61). Fitchenrecommended the study of people in poverty in "terms of 
people's total economic situation and the larger social, psychological, and cultural 
context in which economic poverty is embedded" (p. 61 ). Garkovich suggested that the 
individual and community should be viewed from a social-ecological perspective much 
as the relationship between organisms and their physical environment is viewed. Within 
the social-ecological perspective, poverty is a social problem and.not an individual 
problem. Poverty is a product of institutional failures or the unintended consequence of 
feedback loops among institutions according to Garkovich. Feedback occurs when 
"changes in one institution lead to changes in others which produce still other changes 
among interconnected institutions" (Garkovich, p. 177). This view of poverty changes 
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the traditional definition of poverty and society's response (Garkovich). Poverty has 
been a problem since ancient times but society's definition of poverty, its origins and 
response has changed. 
The basic causes of poverty are ignored when the poverty debate focuses on 
individual motivation. The issue should be the social and economic analysis of why the 
working poor are such a significant segment of the poverty population especially in 
rural areas (Tickamyer and Duncan, 1991). Anderson and Niemi (1969) stated that a 
cross-cultural comparison of the disadvantaged with the dominant population is more 
significant and meaningful than a comparison of differences in individual 
characteristics. Fitchen (1981) wrote that an analysis of the system rather than of 
individuals in poverty will challenge society's beliefs about poverty. Three stereotypes 
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of people in poverty are: "(1) lazy, (2) spendthrift, and (3) lacking in ambition" (Fitchen, 
p. 61 ). These stereotypes provide the basis of government's welfare policies according 
to Fitchen. Ethnographic studies of rural poor conducted by Fitchen found different 
patterns: 
Most of the people studied do work - long, hard hours at jobs that give them in 
return little personal satisfaction and little income. 
Most of the people studied are very clever in stretching what money they have 
and compensating for the money they lack. 
Most of the people studied do, indeed, have hopes and aspirations for 
improvement - for their own lives, if possible, but especially for their children's 
lives. (p. 62) 
Fitchen questioned the effectiveness of government policies and programs based on 
incorrect stereotypes and recommended an analysis of the system as the basis for 
government policies and programs. Equating frequency of action with cultural norms is 
an erroneous conclusion made by many social scientists stated Fitchen. Such 
conclusions prevent a clear understanding of the realties of poverty and continues to 
foster false stereotypes. The example provided by Fitchen was the high incidence of 
marital separation and divorce that suggests marriage is not held in high regard. 
However, the cultural value for which people in poverty strive is marital persistence. 
Fitchen believed the cause of martial instability is the combination of social, economic, 
and emotional stresses correlated with poverty and not the result of insufficient 
commitment to marriage and family life. "This confusion between statistical frequency 
and cultural preference had been fostered by social scientists, particularly by the 'culture 
of poverty' framework, which has become firmly embedded in the public mind and in 
the thinking of government planners" (Fitchen, p. 218). The stereotyped view of 
individual motivations of people in poverty ignores the basic causes of poverty. 
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Those in poverty are a minority group and are the victims of stereotypes and . 
prejudice by the dominant society (Anderson and Niemi, 1969). These authors wrote 
that prejudice has inhibited the participation of the disadvantaged in the organized life 
of the community . People in poverty recognized themselves as victims of a situation 
and without power; withdrew from society; and established their own subculture ( 
Anderson and Niemi). Participation in the outside world is limited to employment, 
buying, education, formal services, and authorities (Fitchen, 1981). The problem for 
people in poverty is that they feel scorned and cannot successfully participate in the 
larger community; yet cannot completely withdraw. The necessities of school, work, 
shopping, official and legal matters and support services force them to interact with the 
larger community. Anderson and Niemi wrote that people in poverty rely upon the 
development of strong kinship and other primary groups ties for support since they are 
not a part of the dominant culture. They believed that this action increases their 
insecurity, timidity, and fear and :reluctance to change. Because people in poverty have 
withdrawn from the society, they have a limited understanding of political processes 
that could be a tool to lessen the stereotypical views of them and the prejudices held 
against them (Anderson and Niemi). Although poor people are considered a minority in 
contrast to the dominant culture, they share some things in common. 
Fitchen (1981) stated that the common cultural values, aspirations, and norms 
continue to tie the rural poor to the larger community and society. Fitchen wrote that 
poor people want their children to succeed and gain acceptance by the dominant 
society. The rural poor want to be an active part of the community and recognized by 
others as full members of the community. Fitchen observed a strong desire for upward 
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mobility in the thinking and decision making for the rural poor in her study. Common 
statements recorded were; "to improve our situation," and "to make a better life for 
ourselves and our children" (Fitchen, p. 188). "People aspire to a better future, with 
more security and fewer problems" (Fitchen, p.181 ). The goals of people in poverty are 
not different from those of the larger community and the dominant society .. 
Tickamyer and Duncan (1991) stated that low educational attainment is the 
main limiting factor of the supply and demand sides of the rural economy. The issue of 
rural poverty can not be explained by large numbers of people refusing to work but can 
be understood by a social-ecological perspective (Garkovich, 1991). Tickamyer and 
Duncan identified limited and inferior educational systems; and limited educational 
attainment as factors that restrained economic growth in depressed areas. New 
industrial development requires more than the cheap labor supplied by rural areas. 
Industrial development needs skilled labor that is not available in many rural areas. 
Rural residents with a good education leave due to the lack of good job opportunities. 
"Education simultaneously becomes the means of mobility for educated workers and 
the force which accelerates the separation of families and the demise of communities" 
(Tickamyer and Duncan, p. 106). Fitchen (1991) observed an increasing penalty for 
rural workers with a limited education in a shifting economy. Workers in rural plants 
had received good salaries because of their long employment length and commitment to 
the company. However, when rural plants close these workers can not gain other 
employment at a similar wage. "This means that education, job retraining, new skill, 
and even college education, as well as basic literacy, adult education, and high school 
equivalency, are extremely important for adults who still have more than ten years 
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ahead of them in the work force" (Fitchen, p. 77). However, Fitchen warned against 
viewing education as a magical solution and to remember that insufficient education is 
only one fact of poverty. Limited education of many rural workers restricts 
opportunities for the individuals and the community. 
People in poverty face many deterrents to participation in educational 
opportunities. One type of deterrent is the values and attitudes toward education and 
learning. Many social scientists identified earlier unsatisfactory experience in formal 
education as a deterrent (Anderson and Niemi, 1969; Beder 1990; Cross, 1981; Fitchen, 
1981; Darkenwald and Merriam, 1982; Hayes and Darkenwald, 1988; Ziegahn, 1992). 
Darkenwald and Merriam labeled negative values and attitudes as a psychosocial 
deterrent. "Negative evaluations of oneself as a potential learner is prevalent among 
disadvantaged and working-class adults. Closely related is the feeling that any effort to 
learn will result in failure and humiliation" (Darkenwald and Merriam, 1982, p. 139). 
Cross (1981) developed the Chain of Response (COR) Model to aid in understanding 
participation in education by adults. Point A, the beginning point, of the model 
represents self-evaluation. This is the point where the chain of responses leading to 
participation begins according to Cross. A person's level of self-esteem and personality 
characteristics, such as motivation for achievement, are important issues at this point of 
the model. Another section of the model, attitudes toward education, is linked directly 
to self-evaluation according to Cross. A person's attitude comes from his or her past 
experience and is influenced by the attitudes and experiences of friends; significant 
others; reference groups; and membership groups. Cross stated that these two forces, 
self-evaluation and attitudes toward education, provide a fairly stable and characteristic 
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stance toward learning within a person. The psychosocial deterrent of values, attitudes, 
and past experiences prevent many. people in poverty from participation in educational 
activities. 
Anderson and Niemi (1969) discussed the issue of education related to the 
pragmatic needs of daily survival for those in poverty contrasted with the school's 
orientation to future success. Consequently, the poor reject education as a useful 
activity. Poor families are less likely to have health insurance that provides preventative 
health care and are less likely to have nutritionally adequate diets. As a result, they have 
more frequent, more severe, and longer-lasting infectious diseases (Leidenfrost, 1993). 
Nearly two-thirds of all poor families live in housing that costs more than they can 
afford. Housing costs have escalated faster for the poor than for any other group 
according to Leidenfrost. As a result poor families move more often. Many poor 
families do not experience continuity in good health or in a permanent place of 
residence. Darkenwald and Merriam believe that adult socioeconomic status (SES) is 
the single most important determinant in the participation or lack of participation in 
adult education activities. Adult SES includes education level, occupational status, and 
income. Fitchen (1981) wrote that many adults in poverty see themselves as too old for 
education or adult education opportunities as coming too late to help them. As a 
consequence, these adults do not participate in available educational opportunities. 
Another type of a psychosocial deterrent, social forces, can maintain and 
reinforce deterrents. Darkenwald and Merriam (1982) used the term, learning press to 
describe social forces. They defined learning press "as the extent to which one's total 
current environment requires or encourages further learning" (Darkenwald and 
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Merriam, p. 142). Social forces come from institutions, the larger community, family 
and friends. Cross ( 1981) discussed social forces in the COR Model. Anderson and 
Niemi (1969) and Darkenwald and Merriam discussed institutions that operated as 
deterrent. Anderson and Niemi wrote that educators' philosophy and principles of 
education serve the dominant society. Many educators fail to recognize their philosophy 
and principles can serve as a participation deterrent to low-income people. "The 
educational system has been developed to preserve the values of the middle class, and it 
lacks sufficient flexibility to function effectively with the disadvantaged who cannot 
meet the expectations of a system tailored for mass rather than individual development" 
(Anderson and Niemi, p. 59). Darkenwald and Merriam (1982) identified the 
questioning of the "usefulness, appropriateness, and pleasurableness of engaging in 
adult education" (p. 139) as another concern. Fitchen (1991) stated that poor people do . 
not take full advantage of adult education programs when programs "are not sufficiently 
flexible in terms of locations, hours, curriculum, bureaucratic requirements, and 
expectations. Too few programs reach people where they are (geographically, 
educationally, or financially)" (p. 213). A part of this deterrent is the instructional 
process appropriate for a mass culture that is rejected by people in poverty according to 
Anderson and Niemi. "The disadvantaged adults reject the abstract impersonal 
institutionalized structure of society; consequently, they reject the school as an agency 
for further learning" (Anderson and Niemi, p. 68). In this same vein, Fitchen (1991) 
wrote "Traditional programs will fail to reach and serve a more mobile low-income 
population" (p. 269). Ziegahn (1991) noted in her research that illiterate, poor people 
were enthusiastic about learning if disassociated from school. People in poverty 
evaluate adult education in terms of benefit, relevance and enjoyment Social forces 
from a variety of sources, including the education community, can discourage 
participation in education of poor people. 
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Darkenwald and Merriam (198~) discussed another deterrent, lack of 
information. These authors wrote that lack of information will continue to remain a 
deterrent to adult education participation for poor adults. "The basic reasons for this is 
that communication is a two-way process. More or better mformation through 
conventional channels of communication, is unlikely to have any effect on persons who 
do not attend to these channels of communication and make no effort to seek the kind 
of information that is disseminated" (Darkenwald and Merriam, p. 138). The 
conventional channels of communication used by most educational institutions are in 
the larger community. As discussed earlier, people in poverty withdraw from the larger 
community and form their own subculture. Therefore, many poor people may not hear 
of adult education opportunities or understand the total message. Anderson and Niemi 
wrote that personal communication either on a one-to-one basis or with small natural 
groups was the best method of communication with low-income people. Lack of 
information for many adults in poverty is a deterrent. 
Poverty has been a problem since ancient times and the stereotyped view of 
individual motivations of people in poverty ignores the basic causes of poverty. An 
analysis of the system rather than of individual characteristics would challenge society's 
beliefs about poverty. The goals of people in poverty are not different from those of the 
larger community and the dominant society. However, limited level of education of 
54 
many rural workers restricts opportunities for the individuals and the community. The 
psychosocial deterrent of values, attitudes, and past experiences prevent many people in 
poverty from participation in educational activities. Social forces from a variety of 
sources, including the education community, can discourage participation in education 
of poor people. Lack of information for many adults in poverty is a deterrent. The 
education community that desires to reach and work effectively with people in poverty 
must first gain a clear understanding of the realties of poverty. 
Education Issues Related to Women 
Traditional education does not effectively serve the needs of women since 
schools were developed by men for men according to Belenky, Clinchy, Goldberger, 
and Tarule (1986). Also, women's schools adopted the pattern used for men's schools. 
·Similar to education, most of the theoretical sociological concepts do not accurately 
reflect women lives according to -Mickelson (1989). The concepts are based on 
experiences of white highly educated middle class men and generalized to all people in 
society. The current feminist theory maintains the position that a social theory 
describing male experiences will not correctly explain the female experience. Feminist 
scholarship provides a different theoretical framework with which to view and 
understand women's lives, in relation to education and occupations. Tarule (1988) 
writes that current thought in the literature understands women's voice to be different 
from the majority culture and the academic world. An important issue in adult 
education program planning is the incorporation of life phases and developmental tasks. 
Much of the understanding of age-related development in adulthood is based on the 
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work of Levinson who used a sample of 40 men according to Knott (1985). Therefore, 
the traditional concept and ideas about the life cycle are based on males lived 
experiences rather than women's. "Contemporary women may arrive at varying life 
structures as they piece together the contingencies of childbearing, marriage, education, _. 
work and/or careers. Any life-phase typology dealing with life cycle changes would 
need to accommodate the development of both men and women" (Knott, 1985, p. 9). 
Hart, Karlovie, Loughlin, and Meyer (1992) wrote that the current adult education field 
has an androcentric emphasis. They challenge the presumption that the general analyses 
of adult education research are gender-neutral and the conclusions from such analyses 
can be equally applied to men and women Hart et al. called for the exploration of the 
female experience in adult education and assert the questions, problems and values yet 
to be discovered would be useful for all. The concept of single-gender research with 
studies specific to age, class, and ethnic group should be a valid part of the existing 
body of research. Then, these studies would provide a sound basis for comparative 
analysis of gender, age, class, and ethnic group issues related to adult education. The 
resulting analysis would provide an inclusive or holistic view of adult education based 
on heterogeneity and diversity rather than homogeneity (Hart et al.). 
Social science is traditionally based on a division between public and private 
worlds. However, feminist scholarship provides a different theoretical framework with 
which to view and understand women's lives, in relation to education and occupations 
(Mickelson, 1989). The feminist view recognizes little difference or separation between 
the private world of domestic life, hone and family; and communal relations and the 
public world of economy and polity. A continuum rather than a dichotomy depicts the 
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public and private dimension of women's lives (Mickelson). Systems of 
interdependencies, relationships, and networks describe the lives of women. Women 
combine family responsibilities and professional responsibilities as a part of one reality 
rather llS two separate realities. "women approach their lives by weaving diverse 
elements into a single tapestry of public and private roles" (p. 60). This approach affects 
the way women view and utilize education in their lives. From this viewpoint, women 
evaluate education in light of familial and community roles as wells as the income, 
status, and promotion opportunities. The feminist theory has proposed a different 
concept of value, one related to human relationships rather than market value as careers 
and occupations are selected according to Mickelson. A basic question from this set of 
values would be what is useful to my family or to people? Mickelson recommends 
future research which considers "the perspective of women's lived culture in which the 
public and private sphere are more likely to be interwoven than dichotomized, as they 
are the male world" (Mickelson, p. 61 ). 
Based on.their studies, Belenky et al. (1986) determined that women commonly 
spoke of alienation in academia or did not view formal education as central to their 
interests and development. These authors write that little education research has been 
devoted to understanding women's modes of learning and knowing. Furthermore, 
research in psychology is based on all male or predominantly male samples(Belenky et 
al). Research conducted by women has investigated the "intellectual capacities most 
often cultivated by men rather than on identifying aspects of intelligence and modes of 
thought that might be more common and highly .developed in women" (Belenky et al., 
p. 7). The use of women's perspectives and values to rethink scientific findings brings 
different conclusions.that can impact the lives of men and women (Belenky et al.). 
Belenky et al. conducted a research study with 135 women over a period of several 
years and used an intensive interview/case study approach. The interviewed women 
came from different types of formal academic settings and from participants in 
nonformal educational programs. The researchers used the epistemological scheme 
developed by Perry ( cited in Belenky et al.) as a basis for grouping the discovered 
women's perspectives which they termed as voice. The women in the research project 
used the "metaphor of voice to depict their intellectual and ethical development; and 
that the development of a sense of voice, mind, and self were intricately intertwined" 
(Belenky et al., p. 18). They named the five categories of knowing as silence, received 
knowledge, subjective knowledge, procedural knowledge and constructed knowledge. 
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The researchers, Belenky et al., (1986) noted that the women that were 
indentified as silent were the most socially, economically, and educationally lacking. 
These women were not aware of their own intelligence and viewed themselves as being 
deaf and dumb. They saw words as weapons to hurt others and not as way to connect 
with others. Silent women were passive and subordinate; saw life as good or bad; win 
or lose; and believed the source of self-knowledge came from others and not from 
themselves. School experiences had not provided the opportunity for the silent women 
to gain a voice and confirmed the silent women's fears of being deaf and dumb 
according to Belenky et al. Belenky et al. (1986) identified the second category of 
knowing as received knowledge. Women at this stage of development use words as the 
basis for the knowing process; learn by listening; have little confidence in their own 
ability to think and speak; and rely on authorities for as sources of truth. The women in 
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this second category, received knowledge, saw themselves as learners and as successful 
in schools which did not require more than rote memorization and feedback. Women 
cultivate their capactities for listening and encourage men to speak for two reasons, 
according to the researchers. The reasons are women's subordinate status and women 
tend to use conformist thinking. Young adult women understand their life's. work as the 
care and empowerment of others and utilize listening and responding skills in the 
process of caring for others. However, these women do not see themselves as 
possessing self-knowledge and must look to others. Since they are unable to see 
themselves as growing and evolving, Belenky et al. believe these women are 
handicapped in a rapidly changing technological environment. 
Belenky et al. (1986) named the third category, subjective knowing. At this 
stage of development, women know truth as personal, private and intuitively known and 
become their own authorities. Belenky et al. found no common age or time period for 
women to change from received knowledge to subjective knowledge. This is contrast to 
statements by earlier developmental theorists that indicated this change occurs during 
adolescence. The researchers, Belenky et al., noted that a crisis with a male authority 
figure and a positive, validating experience seem to precipitate movement into 
subjective knowing followed by a decision to participate in educational activities. 
Women in this category use first-hand experience as a valuable source of knowledge. 
This is a major change, according to Belenky et al., that women for the first time in the 
stages of knowing internalize the fact that they too can think, know and be a woman. 
Women increase their strength, optimism, and self-value in the subjective stage of 
knowing. 
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The fourth catergory, Belenky et al. (1986) named was procedural knowledge, 
the voice of reason The research subjects at this level of knowledge were well 
educated, privileged, bright, white, and young. The researchers described them as 
inhabiting a narrow, academic world. For women to gain procedural knowledge 
according to Belenky et al., they must have either formal instruction or assistance from 
knowledgeable people serving as informal tutors. At this stage of knowing, women use 
conscious, deliberate, systematic analysis; learn to use specific procedures to gain and 
communicate knowledge; develop different ways of analyzing problems; and use an 
objective approach to problem solving. Belenky et al. wrote "procedural knowers are 
practical, pragmatic problem solvers. Far from will-o'-the-wisps, their feet are planted 
firmly on the ground" (p. 99). Constructed knowledge is the fifth level which the 
researchers describe as the process of integrating the voices. At this stage, the central 
theme is "all knowledge is constructed, and the knower is an intimate part of the 
known" (Belenky et al., p. 137). These authors write that the frames of reference for 
problem solving become important. Constructivist women use question posing and 
problem posing as methods of inquiry. When faced with a moral dilemma, 
constructivist women are sensitive to the situation and context and avoid what they 
consider premature generalizations about what is right and what is wrong. 
Constructivist women are concerned about the moral dimension of their lives; form 
commitments to career and relationships that they anticipate; and aim for "work that 
contributes to the empowerment and improvement in the quality of life of others" 
(Belenky, et al., p. 152). 
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The researchers, Belenky et al., (1986) noted in the course of their research that 
women required confirmation and community before schooling as opposed to men who 
view confirmation and community as a result of schooling. The interviewed women (a) 
talked about the deep desire for educational experiences that accepted them as a person 
in their own right; and (b) preferred knowledge from firsthand observation. The 
researchers made another observation that the most nutrurant institution involved in the 
study was a health clinic that empowered their clients by fostering their expertise 
through recognizing and giving worth to knowledge the women brought with them and 
building from that base. The traditional, formal education institutions in the sample 
used a bureaucracy style of education rather than providing a "housewifery" (Belenky et 
al., p. 213) style of education. The women in the study preferred teachers that were 
midwife teachers as opposed to banker-teachers. "While the bankers deposit knowledge 
in the learner's head, the midwives draw it out, they assist the students in giving birth to 
their own ideas, in making their own tacit knowledge explicit and elaborating it" 
(Belenky et al., p: 217). 
Tarule (1988) discussed voice as one attribute of women learners. The concept 
of voice is the way that women speak, understand and derive meaning from the world 
as defined by Tarule. Women utilize a different strategy in dialogue such as engaging in 
conversation that is sensitive and exploratory rather than decisive. Another attribute of 
women learners discussed by Tarule is the preferred mode oflearning. Tarule used the 
term, connected learner, to describe how women link reason and experience to learning. 
The connected learner understands and accepts an idea before evaluating and criticizing 
an idea. Women prefer cooperative discussion about ideas and include firsthand 
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experience to learn about an idea. The personal experiences of participants in the group 
discussion lend meaning to what is being learned. The value and importance of making 
and maintaining relationships of all kinds is another attribute of women learners and is 
at the center of connected knowing (Tarule ). Personal and experiential are descriptive 
terms that explain for women (a) relationships and learning, (b) relationships between 
the learner and the material, ( c) relationships between the learner and teacher, and ( d) 
the relationship between learning and how one is living (Tarule ). 
Deterrents confront rural women at the. personal, interpersonal, community and 
institutional levels and women are socialized to discount their needs, accomplishments, 
and abilities (Luther and Todd, 1992). Lower self-esteem increases the stress level of 
women coping with the changes in their lives. The opportunity to identify with other 
women and to work together on projects has been an effective method for women to 
increase their self-esteem. At the interpersonal level, many women experience stress in 
their relationships when their role changes from wife and mother to student or from 
farm to town. As·women assume new roles, issues such as child care, home and family 
maintenance, and family life force the family to discover new ways to cope and 
manage. Educational programs for women should recognize the adjustment required by 
family members (Luther and Todd). Women interact with the community in different 
ways than men. Educators need to understand and value women's tendency to 
interconnect education, work and congenial relations within the community. 
~cational institutions serve as deterrent to women when they do not recognize the ) 
\:pecial needs and abilities of women or reinforce traditional attitudes and roles wrote 
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programs to meet their evolving needs. Rural educational institutions confront the issue 
of delivery of services and an economy of scale. The decisions made by the institution 
control the type and number of education opportunities available to rural citizens. This 
has a serious effect on program development for women because they tend to be tied to 
the local community. Rural women, families, communities, and institutions must work 
through a series of deterrents in order for women to participate in educational programs. 
The amount of change that has taken place in rural communities has affected the 
lives of rural women and families. These changes require a variety of different 
responses from educational providers according to Luther and Todd (1992). Women in 
all rural communities cope with the challenges of distance, weather and geography. 
However, tradition and the rate of change within the local culture varies from 
community to community. The rapid changes of rural economics, agriculture 
mechanization, information technology, opportunities for nontraditional jobs and rural, 
single parent families have made ·a fundamental impact on rural communities and rural 
women and their families. "The circumstances and demands of rural life are changing 
because of economic and social trends. This means that the educational needs of rural 
women are no longer based on traditional roles as homemakers or parents in a nuclear 
family" (Luther and Todd, p. 243). 
/V// Luther and Todd (1992) identified some common elements aspects after 
reviewing successful rural women's programs. These are: (a) the life experiences of 
learners provide an excellent base for programming; (b) a problem centered approach is 
used rather than a subject-matter approach; (c) a priority is placed on the improvement 
of learners' self-concepts; ( d) a flexible program provides more opportunities for adults 
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to mesh program participation with the demands and responsibilities of adult life; and 
( e) successful women's programs cooperate with each other and combine resources. 
Also, the authors listed context and the impact of change on the learner as important 
program design considerations. "Context for a rural woman as an adult learner means 
the community at large, the smaller community of family, and finally, herself' (Luther 
and Todd, p. 251 ). The traditionally accepted behavior within the community and the 
family can be a burden or security to a prospective learner. A learner's self-concept, 
family and community expectations, and participation are closely linked. Program 
designers need to consider the impact of change on participants and be prepared to help 
learners to cope with the changes. "When a rural woman engages in a learning project, 
she may not be prepared for resistance from spouse and family. She many not realize 
that learning causes changes in behaviors and that her behaviors in one role ( wife, 
mother, daughter, etc.) may change if she learns new skills, attitudes, and self-concepts" 
(Luther and Todd, p. 251). Educational providers can incorporate these program 
elements for effective programs that benefit rural women, their families, and their 
communities. "Changes in societal roles and economic realities create impact in the 
lives of rural women and their families. Innovative institutional responses to women as 
lifelong learners can overcome obstacles and enhance the individual and community's 
ability to cope with change" (Luther and Todd, p. 253). 
Findings from recent research has shown that women in leadership positions in 
rural communities are being accepted according to Luther and Todd (1992) The 
successful and surviving rural communities in the current social and economic period of 
change will develop every competitive advantage available. This will include the 
emerging leadership of female citizens. Luther and Todd warn against retraining 
programs that result in women moving to urban communities. They recommend 
educational programs that "encourage women to expand their participation in the 
community, to become the new and emerging leadership of the community as it 
struggles into the future" (Luther and Todd, p. 252). 
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The U.S. Bureau of the Census 1987 data stated that more than 55 percent of all 
children in a female-headed household live in poverty. The census data has indicated 
the seriousness of the poverty problem for America's women and children and 
likelihood that the problem will increase without appropriate policy solutions according 
to McLaughlin and Sacks ( 1988). McLaughlin and Sack has recommended policy 
intervention in rural areas where the rate of poverty among female-headed households 
is especially severe. Their suggested policy intervention included two strategies: (a) 
increase women's competitiveness in job market through education, skills, and training 
and (b) reduce occupational segregation through increased employment opportunities to 
women. Rural development efforts should concentrate on bringing industries to the area 
that offer higher-quality employment opportunities to women. This approach would 
attack the area of rural unemployment and underemployment where the deficits are the 
largest. Female-headed households are a large and important section of the American 
society and existing services and social institutions must be modified to accommodate 
the specials needs of female-headed households according to McLaughlin and Sacks. 
Women who are residents of small towns or rural areas are more likely to live in 
poverty according to Slesinger and Cautley (1988). Even though many rural women 
work, they tend to be employed in low-wage jobs with incomes at or just above the 
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poverty income guidelines. "They will probably become poor later because of 
inadequate pension and retirement plans" (Slesinger and Cautley, p. 319). These authors 
wrote that older women do not have any options. "Younger women, theoretically, still 
have courses open to them; increasing their personal skill through education and 
employment, changing their marital status, planning for retirement income. Social and 
education programs specifically directed at this group include those for displaced 
homemakers and vocational and career counseling" (Slesinger and Cautley, p. 319). 
Lewis (1988b) described reentry women as persons who left school to take a job 
or assume family responsibilities but are seeking to return to school or paid 
employment. Based on a broad range of populations samples, reentry women return to 
formal education for a variety of reasons according to Lewis; Some of these reasons are: 
to become financially self-supporting, to expand and grow, to raise self-esteem, 
to learn about life and the world, to take pride in their achievements, to prepare 
for employment, and to increase their chances of being hired or 
promoted ... .lssues related to role and family expectations (the need not to be 
absorbed by home demands and to be able to provide encroaching intellectual 
and financial resources for one's family), along with social and humanitarian 
drives (to·make other proud, to share knowledge, to benefit others, and to meet 
new people), describe additional motive types. (pp. 6-7) 
The current state of relationships in women's lives impact the decision to reenter school 
as much as motivation according to Lewis. Most low income, head of household 
women, enrolling in vocational or other post-secondary technical training programs, 
confront a major deterrent which is a lack of economic or personal resources according 
to Nelson (1982). Low income, head of household women have few resources to 
manage the hidden costs of education such as child care, transportation and clothing. In 
G· 
addition, the requirement of full-time student status of many financial aid programs 
places another obstacle in the path of women with children. 
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Reentry women also have other unique characteristics (Lewis, 1988b). Reentry 
women have multiple role responsibilities and which is considered quite different from 
traditional-aged students. Reentry women may have much more anxiety and stress as a 
result of enrolling in school than traditional-aged students. Friends and family 
commonly oppose reentry women's plans for education or work. Reentry into education 
is a transition time according to Lewis and a time when women need institutional 
support especially if they are not receiving personal support Institutional support that 
recognizes the unique characteristics of reentry women and their reasons for reentry can 
prove invaluable to women. 
The decision to reenter education implies questions and change (Lewis, 1988a). 
Examples of issues that women must resolve are concerns about appearance, ability to 
compete, and conflicts with mother and wife responsibilities. "Reappraisal of the past 
and modification uf life structure become part of the developmental progression as 
returning women engage in a continual process of indivuation" (Lewis, p. 95). The act 
of returning to school means a change in established routines, family life, and 
friendships. For this reason, it is common to find family and community opposed to 
women returning to school. "Attitudinal, emotional, and functional supports, or their 
lack, are the most frequently reported in the literature as affecting educational 
participation" (Lewis, p. 99). Attitudinal support is the traditional or nontraditional 
perspective of appropriate roles for women by the significant others in women's lives. 
Emotional support is the degree of support that is given by others to women returning to 
school. Functional support is measured by the amount of redivision of household 
responsibilities or other responsibilities when women return to school. 
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Women list economic need as the most common reason for taking courses in 
adult and continuing education (Rice and Meyer, 1990). Reentry women have different 
problems than younger students or reentry men. Most of the problems related to the 
feminine sex role socialization such as primary responsibility for family responsibilities 
and child rearing. For this reason, women experience role strains within the family, 
feeling of guilt, inadequacy, and self-blame in relation to the management of multiple 
roles. Added to these problems, low-income women reported problems of child care 
and stress symptoms such as depression and anxiety. However, reentry women 
experience significantly greater role gratification according to Rice and Meyer. Feelings 
of self-respect, respect from others and a broader and more meaningful life contribute 
to the increased role gratification. Some writers used the term, androgyny of later life, 
to describe the increased role gratification experienced by reentry women. Rice and 
Meyer define andogyny of later life as a greater societal permissiveness to act out 
nontraditional, nonfeminine roles and behaviors. 
Continuing education for women began in the early sixties at the college level 
and served white, married, middle class women. Today, many continuing education 
programs are empowering groups of disadvantaged women (Rice and Meyer, 1990). 
These programs provide learning opportunities at all levels of education in a variety of 
settings. An example is the Displaced Homemaker Program. The term, displaced 
homemaker, describes "women who were forced through the death, disability, or 
absence of the spouse to give up the homemaker role and to reenter the work force" 
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(Rice and Meyer, p. 555). Vocational-technical high schools, colleges, and community 
agencies provide programs for displaced homemakers. Displaced homemaker programs 
address psychosocial and practical concerns of participating women. Effective 
programs include peer support, role models, mentors, individual validation, and 
acceptance of personal responsibility. Continuing education programs for minority 
women include skills such as working in different cultural environments and coping 
with racism. Continuing education programs for women have changed their focus to 
meet the needs of women with the least support and resources and offered choices 
leading to successful combination of work and family roles for many women (Rice and 
Meyer). 
The viability of women's continuing education programs has been based on the 
following four assumptions (Rice and Meyer, 1990). Women will continue to interrupt 
education and employment due to family obligations. Women will continue to provide 
for others and adjust their school -and work plans. Women need separate and special 
programming to help them manage the interruptions and the need to provide for others. 
These programs will continue to be remedial rather preventative as long as men do not 
participate equally in family life and child rearing. Rice and Meyer stated that women 
will continue to need special programs provided by continuing education as long as the 
previously mentioned conditions exist. 
The continuing education movement for women must become more inclusive of 
educational experiences and reentry women (Rice and Meyer, 1990). Educational 
experiences includes "education that occurs far beyond the confines of settings of 
higher education and that reaches out to new populations of disadvantaged women in 
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their homes, workplaces, churches, neighborhoods, nursing homes, prisons, women's 
centers, community vocational-technical and proprietary schools, or wherever they are 
found" (Rice and Meyer, p. 560). Leaders in policy and research groups should define 
the term, reentry women, to be more inclusive of the new poor, single mothers, niinority 
women, older women, and low-income displaced homemakers. As the leaders of the 
women's continuing education movement become more inclusive of education 
experiences and reentry women, they will become strong advocates for these neediest 
of women (Rice and Meyer). 
Rice and Meyer (1990) identified other topics of concern within the continuing 
education for women movement. Included was the need for education programs to 
strengthen their linkage with women's studies programs and centers. This type of 
linkage can strengthen local programs and provide topics for future research. A second 
identified topic was an emphasis on prevention programs with young women and girls. 
These programs would emphasize the realties of the multiple roles of adult women and 
suggestions for preparation for adulthood. Another top concern is the lack of available, 
low-cost, quality child care in work and education settings. The fourth listed topic was 
the majority of women completing education that "still end up in traditional, female-
dominated vocation that tend to have lower status, lower pay, and less opportunity for 
advancement" (Rice and Meyer, p. 562). These authors called for research that 
demonstrated the effectiveness of women's continuing education programs and stated 
the need for program accountability. In addition, Rice and Meyer encouraged research 
that recognized gender as a valid variable and the findings from such research to be 
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incorporated in the knowledge base of adult and continuing education. These concerns 
provide numerous challenges for educators interested in the future of women. 
The lack of study concerning gender and literacy makes any theoretical or 
practical discussion of adult literacy incomplete (Kazemek, 1988). Many women view 
themselves and the world with in a context of family and community connections. 
Therefore, according to Kazemek, the typically individual-oriented adult literacy 
program may be antagonistic to women's way of knowing and defining themselves. 
Kazemek recommended collaborative learning circles in literacy programs such as 
those utilized by Freire. "Such small learning circles would not only build on women's 
ways of understanding themselves and others, but would also help to foster an 'ethic of 
caring' among all members, both female and male" (Kazemek, p. 24). Kazemek 
suggested several areas for research. These included beginning female readers within a 
social network; the affect of women's ways of knowing on cognitive and psycho-social 
development; and the effectiveness of teaching styles based on women's ways of 
knowing. 
O'Neill and Spellman (1983) identified objectives to be used in planning 
programs for the continuing education of women: 
• To raise self-esteem 
• To develop intellectual and personal autonomy by presenting issues that affect 
women 
• To help women understand the use of power - personal, organizational, and 
political 
•To help women prepare to resume interrupted careers 
• To teach women the specials skills required for career advancement and 
woman-to-woman responsibility, including the concept of sponsorship 
• To help women cope with problems raised by combining the role of wife and 
mother with that of student or career woman, and with the problem of 
aloneness 
• To promote the physical and emotional well-being of women through 
programs dealing with women's uniqueness 
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• To provide women with the skills necessary to cope with discrimination. (pp. 
42-43) 
These authors also mentioned the need for a non-threatening learning environment and 
the development of self-help, support, and professional groups. ~onference delegates to 
the National Conference on Rural Adult Education Initiatives (Rural Clearinghouse for 
Lifelong education and Development, 1991) identified the following deterrents to 
participation in educational activities for multicultural and rural. women: 
I. Affected groups are often not involved in the actual decision making process 
2. Lack of role models 
3. Low self-esteem does not allow the affected groups to envision themselves as 
capable of making change in their life situations 
4. Traditional barriers such as money time, distance 
5. Cookie-cutter programming- creating one type of program for all affected 
groups 
6. Lack ofunderstanding about where the other side is coming from and how the 
other halflives 
The participants listed the following solutions: 
1. Develop ways of sensitizing those other sides to minority/multicultural issues 
and perspectives 
2. Develop a support system to reduce feelings of isolation 
3. Share the process for making change through case studies 
4. Design programs based on perceived needs of the audience. 
(pp. 6-7) . 
Howell and Schwartz (1988) have claimed success for community-based 
organizations in training low-income women and minority reentry women. Community-
based organizations provide opportunities for women to learn needed skills and a very 
supportive environment wrote Howell and Schwartz. Because these organizations are 
based in the community, they offer programs tailored for those in the community and 
flexible program design. The support services are vital to low-income and educationally 
disadvantaged women. First, support services provide assistance in order that women 
can face the many social and logistical barriers that prevent them from finding and 
keeping decent jobs. Second, support services can include help with bills, 
transportation, housing, child care, involvement of the family, and remediation skills 
such asliteracy. 
72 
Luttrell (1989) wrote that women's perceptions about knowledge are not the 
same and the differences can be traced to differences in the lives of women. Working 
class women experience a conflict between their needs as individuals and the needs of 
others. Education can attract women by presenting learning as helpful to the family and 
community relationships in addition to self-development. "Scholars generally agree that 
women's self-perceptions may improve as a result of adult education" (Luttrell, p. 34). 
Luttrel wrote that adult education research has not developed a comprehensive 
framework with which to understand power relations and resistance in women's 
learning and knowing; or the women's interpretations of knowledge and how it effects 
the realities of their life. The working class women, interviewed by Luttrell, defined 
intelligence and common sense differently. They described common sense as "a form of 
knowledge that stems from experience and is judged by people's ability to cope with 
everyday problems in the everyday world" (Luttrell, p. 37). They placed high value on 
common sense and did not associate it with school. These women believed that 
common sense was self-taught or -learned; and accessible to all without special 
training. Black working women believed truth to be a part of common sense. They 
could more easily identify truth when they knew the person or the person was known by 
someone within their community. Both black and white women saw common sense as a 
class-based form of knowledge and capability that separated the working class from 
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professionals. "Common sense affirms and validates work-class experiences and is a 
way to identify oneself with others who share problems and potentials, creating 
common bonds and a sense of community" (Luttrell, p. 38). According to the women 
interviewed, intelligence, gained through school, could interfere with a person's ability 
to survive and conflict with working-class experiences and values. This point was 
especially true for black women. However, all women viewed knowledge to be valuable 
if gained from self-study and reading. 
Gender based knowledge was an important issue for the interviewed women 
(Luttrell, 1989). White women value~ men's common sense more than their own. Men 
gained common sense through public experiences at work, apprenticeships, or 
vocational training programs. Men's common sense gave them the ability to work with 
their hands or muscles and was highly valued. Women saw their own common sense as 
coming from activities related to taking care of others are being affiliated with others. 
Women's common sense was an affective rather a cognitive process according to the 
interviewed women. According to Luttrell, these women accept common sense gained 
through public experiences of men as superior to the common sense gained by women 
in through family life. Black women did not separate common sense and intelligence as 
did the white women interviewed. Black women believed that they possessed 
intelligence because they were able to work hard and support their families. Black 
women defined intelligence as the ability of a black women to survive in a white world. 
Luttrell (1989) saw white women's participation in school as a gender conflict. 
White women expressed the need to be empower themselves through a public school 
experience because the intuitive common sense knowledge of women was not as 
74 
valuable as the common sense knowledge of men. Also, school participation placed a 
strain on the relationship between women and the working-class culture because book 
learning and mental work are not a part of their culture. However, "schooling is 
perceived as one of the few avenues by which working-class women can achieve 
upward mobility" (Luttrell, p. 43). The negative view toward schooling of working-class 
women comes from class consciousness and black women have an additional deterrent 
of race consciousness. According to Luttrell, for both black and white women in 
patriarchal settings, schooling pushes them to confront the unequal balance of power in 
their lives. Luttrell wrote that educators do not yet fully understand the transformation 
required of working-class women when they claim an education. 
In summary, the current feminist theory maintains the position that a social 
theory describing male experiences will not correctly explain the female experience 
(Mickelson, 1989). Social science is traditional based on a division between public and 
private worlds. The feminist scholarship view recognizes little difference or separation 
between the private world of domestic life, home and family; and communal relations 
and the public world of economy and polity. A continuum rather than a dichotomy 
depicts the public and private dimension of women's lives. Systems of 
interdependencies, relationships, and networks describe the lives of women 
(Mickelson). The researchers, Belenky et al., (1986) noted in the course of their 
research that women required confirmation and community before schooling as 
opposed to men's schools that view confirmation and community as a result of 
schooling. Tarule (1988) used the term, connected learner, to describe how women link 
reason and experience to learning. The value and importance of making and 
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maintaining relationships of all kinds is at the center of connected knowing for women 
learners according to Tarule. Many women view themselves and the world with in a 
context of family and community connections. Therefore, according to Kazemek (1988) 
the typically individual-oriented adult literacy program may be antagonistic to women's 
way of knowing and defining themselves. Kazemek recommended collaborative 
learning circles in literacy programs such as those utilized by Freire. "Such small 
learning circles would not only build on women's ways of understanding themselves 
and others, but would also help to foster an 'ethic of caring' among all members, both 
female and male" (Kazemek, p. 24). 
Issues such as child care, home and family maintenance, and family life force 
the family to discover new ways to cope and manage as women assume new roles. 
Educational programs for women should recognize the adjustment required by all 
family members (Luther and Todd, 1992). A learner's self-concept, family and 
community expectations, and participation are closely linked. Program designers need 
to consider the impact of change on participants and be prepared to help learners to 
cope with the changes (Luther and Todd). Also, school participation places a strain on 
the relationship between women and the working-class culture because book learning 
and mental work are not a part of their culture (Luttrel, 1989). Female-headed 
households are a large and important section of the American society and existing 
services and social institutions must be modified to accommodate the specials needs of 
female-headed households according to McLaughlin and Sacks (1988). Rice and Meyer 
(1990) has encouraged research that recognizes gender as a valid variable. They 
recommend incorporating the findings from such research into the knowledge base of 
adult and continuing education. This recommendation provides numerous 
challenges for educators interested in the future of women. 
Education Issues and Self-Esteem 
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A thorough understanding of the basis of self-esteem is necessary 
before the relationship between self-esteem and deterrents to participation in 
education can be understood. Self-esteem, one segment of the self-concept, 
has specific dimensions according to Demo (1985). Researchers consider self-
esteem from one of two viewpoints. The first is "structural perspective (e.g., 
Coopersmith, 1967; Rosenberg, 1965, 1979) define self-esteem as a global 
positive or negative self-assessment. According to this view, self-esteem is a 
personality trait characterized by considerable stability from one situation to 
the next, even from year to year" (Demo, 1985, p. 1491). A second view of 
self-esteem as a "fluctuating self-attitude that most often resembles a baseline 
as a function of changing roles, expectations, performances, responses from 
others, and other situational characteristics" (Demo, 1985, p. 1491). Also, 
Demo makes a differentiation between presented self-esteem and experienced 
self-esteem. Presented self-esteem is the level of self-regard communicated to 
others. Experienced self-esteem is the internal, private self-esteem that is 
self-reported (Demo, 1985). Bandura (1986) viewed self-evaluation as the 
center of self-esteem. "Self-esteem can stem from evaluations based on 
competence or possession of attributes that have been culturally invested with 
positive or negative value" (Bandura, 1986, p. 356). Competence based self-
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esteem is self-pride which is based on fulfilling one's standard of merit. Self-
esteem from social attributes is based on comparison on one's self with 
personal likes and dislikes and attitudes toward stereotyped attributes such as 
failing to live up to the ideals of others rather than evaluation of apparent 
competencies. The third type of self-esteem discussed by Bandura was based 
on cultural stereotyping. Groups of people may be devalued based on ethnic 
background, race, sex. or physical characteristics. Individuals that belong to 
such a devalued groups will have a low sense of self-esteem if they accept the 
stereotyped evaluations of others. Brockner (1988) concentrated his work on 
global self-esteem because of its relevance to a wide variety of situations and 
defined self-esteem as the approval of individuals' typical self-evaluations. 
Self-esteem is similar to other constructs and is often used interchangeably 
with these. Brockner identified and differentiated some of these constructs. 
For example, self-concept is different than self-esteem unless self concept 
included an evaluation of one's self. Self-acceptance is the attitude toward 
one's self-esteem. Self efficacy, self-confidence, and self-assurance are the 
same; defined as one's belief that one can successfully complete a task; and is 
the person's beliefs about his or her ability and/or motivation according to 
Brockner. In addition, Brockner stated that self-efficacy is situation specific. 
Brockner concluded from previous research that self-esteem is consistently 
related to vocational choice decisions, job-searching process and outcome, 
and job satisfaction. Bednar, Wells, and Peterson (1989) defined self-esteem 
as an "enduring and affective sense of personal value based on accurate self-
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perceptions" (p. 4 ). Their adult self-esteem model is based on internal 
processes as opposed to the traditional view of self-esteem that is based on 
reflected appraisals of significant others according to Bednar et al. Tang and 
Reynolds (1993) described self-esteem as one's total evaluation of self or as 
one's sense of worth or value; as a stable personality trait; and as an important 
variable in understanding individual differences. 
Rosenberg (1965) identified the characteristics of a person with high 
self-esteem as 
the individual respects himself, considers himself worthy; he does not 
necessarily consider himself better than others, but he definitely does 
not consider himself worse; he does not feel that he is the ultimate in 
perfection but, on the contrary, recognizes his limitations and expects 
to grow and improve. (p. 31) 
In addition, Rosenberg described low self-esteem as "self-rejection, self-
dissatisfaction, self-contempt. The individual lacks respect for the self he 
observes" (1965, p. 31). 
Self-esteem and behavioral plasticity are related (Brockner, 1988). 
Behavioral plasticity is the influence of a person's action from external cues 
such as social cues. Brockner noted that persons with low self-esteem (SEs) 
have a high amount of behavioral plasticity. The theoretical basis for 
plasticity in Low SEs include social comparison, need for approval and self-
presentation, and self-diagnosticity according to Brockner. Low SEs are more 
willing to use social or external cues as a guide for their beliefs and behavior 
since their lack self-confidence in their own beliefs and behaviors. Since low 
SEs do not like themselves, they have a high need for positive evaluations 
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from others and will easily conform to the expectations of important others. 
Self-diagnosticity is the tendency to apply negative feedback to other 
important aspects of the self and is common among low SEs with a weak 
sense of self-identity. The plasticity hypothesis stated by Brockner is "low 
SEs' work behaviors and attitudes are affected by their social environment to a 
greater extent than are high SEs' behaviors and attitudes" (1988, p. 50, 51). A 
review of research findings led Brockner to write 
low SEs were shown to be more affected by a variety of organizational 
stimuli (peer-group interaction,, evaluative feedback, socialization 
practices, leadership behaviors, role strains, and work layoffs). 
Moreover, low SEs exhibited greater plasticity along numerous 
dimensions Uob performance, job commitment, hierarchical 
communication, role-taking tendencies, leadership style, job 
satisfaction, and work motivation). p. 81 
"People develop attitudes and behave in ways that will maintain their 
level of self-esteem" (Tang and Reynolds, 1993, p. 155). High self-esteem 
translates into high levels of self-efficacy or the belief in one's ability to 
accomplish a task. The level of self-esteem is an important predictor of 
trainees' success in accomplishing goals according to Tang and Reynolds. 
People with high self-esteem and self-efficacy, may design their forethoughts 
in such a way as to improve their performance. The resulting success further 
strengthens and reinforces their self-esteem. Low self-esteem individuals can 
be more easily influenced by negative information and will change their 
behavior more easily to match the current condition. Tang and Reynolds wrote 
that people with low self-esteem have few expectations of success and put 
forward little sustained effort which results in little success. After an 
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unsatisfactory performance, low self-esteem individuals will blame 
themselves and question their ability which in turn reconfirms their poor self-
efficacy and low self-esteem. 
Adult self-esteem is increased by the use of coping skills in response to 
a psychological threat and a decrease in self-esteem occurs when an avoidance 
response is used as a reaction to a psychological threat (Bednar et all.). 
These authors, Bednar et al., (1989) defined psychological threat as the 
personal threat and discomfort resulting from the recognition and acceptance 
of personal limitations. They have written that an inverse relationship exists 
between the amount of self-esteem and the frequency and intensity of 
psychological threat. The use of coping or avoidance techniques to meet 
psychological threats are the keys to understanding the Bednar et al. self-
esteem model. First, the avoidance techniques does not provide a learning or 
growth experience but provides people with 
personal· experiences and perceptions of themselves as unable to deal 
with anxiety, fear, or conflict. Such experiences and self-perceptions 
can only be expected to further impair the person's ability to resp·ond to 
threatening situations in the future. The result is an increase in the 
frequency and intensity of perceived psychological threats.· 
On the other hand, the act of coping with personal conflict 
requires risk taking, personal responsibility, and willingness to 
realistically face personal issues. When this is done successfully, 
people not only broaden their un<;lerstanding of themselves and the 
work they live in, they also experience themselves as able to deal with 
threatening situations productively. This is a powerful consideration in 
any definition of self. It allows a person to approach threatening 
situations in the future with far less fear and anxiety than might 
normally be expected. High levels of self-esteem not only contribute to 
the ability to realistically face and learn from threatening situations, 
they also contribute to people's perceptions of themselves as able to 
resolve difficult issues. All of these considerations reduce the number 
of events a person finds threatening and increase the inclination to 
respond appropriately when one is threatened. (p. 119) 
Internal positive self-evaluation is the most important and most long-lasting 
method of increasing adult self-esteem according to the Bednar et al. model. 
Bednar et al. (1989) believe their model of adult self-esteem is 
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congruent with the internal locus of control theory as identified and measured 
by the Rotter Locus of Control Scale ( cited). In addition, the authors state that 
the Coopersmith ( cited) theory of self-esteem is compatible with their model 
of self-esteem. The Coopersmith theory identifies power and courage as two 
necessary ingredients for high levels of self esteem in children according 
Bednar et al. The coping mechanism as described by Bednar et al. 
incorporates courage and can result in feelings of personal power. 
Coopersmith (1967) conducted a study to "determine the antecedent 
conditions that contribute to the development of positive and negative 
attitudes toward oneself' (p. I). The population for the study was 
preadolescent middle class white males considered normal in behavior. 
Success is a factor of self-esteem. It is not from the basis of a general 
sociocultural standard but from person's immediate, effective interpersonal 
environment. Self-values are less influential than group norm in judging self-
worthiness. A person's aspirations are based more on the expectation of 
success rather than a general standard set by the group or by someone else. 
Coopersmith found that persons with high self-esteem set significantly higher 
goals for themselves than those with lower self-esteem. "An individual arrives 
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at a crude ratio of his successes and failures and employs that ratio in 
estimating future possibilities of success" Coopersmith, 1967, p. 250). In 
addition, persons with a high level of self-esteem are more able to deal with 
failure and uncertainty based on successful past experiences. Coopersmith 
identified three conditions needed for the development of high self-esteem in 
boys. These were acceptance by parents, clearly defined and enforced limits, 
and respect for the individual by the parents. 
Demo (1985) designed a study to test the validity of eight self-esteem 
instruments which included self-reported inventories and observed methods. 
The two traditional self-reported self-esteem inventories, the Rosenberg Self-
Esteem Scale and the Coopersmith Self-Esteem Inventory, were shown to 
have reliability and validity. According to Demo, an additional four methods 
were deemed valid measurements but should be used as a supplemental 
procedure. However, Demo cautions future researchers to appreciate the 
assumptions limitations of the Rosenberg and Coopersmith instruments. 
Tang and Reynolds (1993) conducted a study using a dart game to 
identify the significant interaction effects between self-esteem (high or low) 
and perceived goal difficulty (set by self, difficult, or easy). The researchers 
divided the subjects into a low self-esteem group and a high self-esteem group 
based on self-esteem scores from the Rosenberg instrument ( cited in Tang and 
Reynolds, 1993). Based on the findings from their study and combined with a 
study of the literature, Tang and Reynolds concluded: (a) Self-esteem and 
perceived goal difficulty had an effect on the subjects' perceptions and 
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evaluations of their efforts; (b) the subjects with low self-esteem did not want 
to be involved in competition and were afraid of failure; ( c) low-esteem 
subjects changed their behavior to meet their expectations in a difficult task. 
In addition to ability, success depends on self-esteem and effort and 
individuals with a high level of self-esteem are able to focus on a long-term 
goal stated Tang and Reynolds. They made the following suggestions for 
human resource development trainers' consideration: (a) Helping employees 
build self-esteem is an important task for managers; (b) low self-esteem 
individuals have the highest level of task satisfaction and comfortableness 
when they compete against themselves; ( c) low self-esteem workers may learn 
best when coached by a high performer in a self-monitored and non 
threatening environment as in self-directed learning; ( d) low self-esteem 
individuals need strong support and have a strong need for positive feedback 
from trainers and other people; and ( e) long term support can improve self-
esteem. Tang and Reynolds also made the following suggestions for trainees: 
(a) select a well-defined and limited goal after considering their own skills; 
(b) begin a continual evaluation of their efforts in relationship to the set goal; 
(c) devise a way to objectively score their efforts and plot it on a graph for a 
visual guide; and (d) determine the length of the of the learning project and 
when the goal has been attained. 
Bernstein (1989) proposed that the "courage to try to learn directly 
reflects the level of self-esteem in each person ... those with high self-esteem 
are the most willing to try" (p. 143). Self-esteem is the evaluation of one's 
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worth and is based on a personal evaluation of how well he or she manages or 
performs (Bernstein). A learner must face the unknown in order to learn and 
the act of learning places the learner in unfamiliar territory according to 
Bernstein. Bernstein wrote that learners are at risk because they may discover 
their own helplessness or weaknesses. Successful learners increase their self-
mastery and the risk of helplessness decreases but risks never disappear 
completely for humans (Bernstein). 
Learning is a pleasurable experience, despite the apprehension that is 
always a part of it, for the learner, having learned, enjoys a double 
sense of mastery: mastery of what has been learned, and some 
extension of mastery of himself .... There are few things as satisfying as 
the realization that "I can do it!" (Bernstein, p.151-152) 
Education and work are achievement-oriented according to Cross 
(1981) and fit into a expectancy-valence model developed by Rubenson (cited 
in Cross, 1981). The expectation of personal success in education and the 
expectation of positive consequence of success in learning activities are the 
two components of the expectancy-valence model. If individuals consider 
themselves as not able to participate successfully or there is no reward for 
participating successfully then there is no motivation to participate according 
to Cross. Boshier (cited in Cross, 1981) theorized that participation and non-
participation can be predicted by the amount of difference between the 
participant's self-concept and the major characteristics of the educational 
environment. Cross stated 
Both Boshier and Rubenson suggest that one of the very important 
factors in educational participation is the self-esteem. of the individual. 
Those who evaluate them.selves negatively are less likely to expect 
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success (in Rubenson's theory) and less likely to experience congruence 
with the educational environment (in Boshier's theory). (p. 120) 
Cross (1981) proposed a Chain-of-Response (COR) model to predict 
adult education participation. The models is based on the supposition that 
potential participants in adult education activities makes a series of decisions 
within the context of their environment, which results in participation or no 
participation. Point A of the model represents self-evaluation, the point where 
the chain of responses leading to participation begins, according to Cross 
(1981). A person's level of self-esteem and personality characteristics, such 
as motivation for achievement, are important issues at Point A. Cross writes 
that education is considered achievement motivated. Point B, attitudes toward 
education, is linked directly to self-evaluation. A person's attitude comes from 
his or her past experience and is influenced by the attitudes and experiences 
of friends; significant others; reference groups; and membership groups. Cross . 
states that these two forces, self-evaluation and attitudes toward education, 
make for a relatively stable and characteristic stance toward learning within a 
person. The decision point, Point C, can best be described by the expectancy-
valence theory of motivation, according to Cross (1981). As stated earlier, 
expectancy is related to self-esteem and the person's subjective decision of the 
likelihood of success. Valence is the importance of the goal to the person. 
Cross concludes the explanation of the COR model with the statement, " if 
adult educators wish to understand why some adults fail to participate in 
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learning opportunities, they to begin at the beginning of the COR model - with 
an understanding of attitudes toward self and education" (p. 130). 
Tavris ( 1992) raised the issue of using the male norm as the standard 
for measuring women. Nu,merous studies have shown, according to Tavris, 
that: (a) Women have lower self-esteem than men; (b) women are less self-
confident than men; and (c) women are less optimistic about their·abilities 
than men. If women were used as the basis of comparison, then would men be 
seen as more conceited than women or men less realistic in assessing their 
abilities than women asked Tavris? "In recent years, women have been 
uncovering many of the implicit biases that resulted from using men as the 
human standard. But the universal man is deeply embedded in our lives and 
habits of thought, and women who deviate from his ways are still regarded as, 
well, deviant" (Tavris, p. 29). 
The literature has documented self-esteem as a gender issue (Bitonti, 
1992). Bitonti reported that research has shown: (a) males express higher 
levels of self-esteem than women, (b) self-esteem is connected to depression 
and stress which affect more women than men, and ( c) low self-esteem has 
been linked to teen pregnancy and welfare dependency. Bitonti conducted a 
qualitative study to identify clinical social work knowledge of women's self-
esteem within the context of major life transitions such as divorce, 
geographical move, return to school, career disruption, etc. She concluded 
that women's self-esteem does change during life transitions. Women become 
active participants in the construction of their own realities as they work to 
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make sense of otherwise random life experiences. The end result is a change 
in self-esteem according to Bitonti. Cognitive dissonance, the psychological 
conflict between the inconsistencies in one's performance and set of ideals, 
results in a lower level. of self-esteem. The recognition that one's performance 
as validating the ideal self results in enhanced self-esteem. "The self-
evaluation process is activated each time the individual is confronted with 
environmental demands, including those arising from a major life event" 
(Bitonti, 1992. p. 307). 
Researchers are not in agreement regarding the link between poverty 
and self-esteem. Fitchen discussed the effects of long term poverty on women 
( 1991) and stated that many women, after a lifetime in poverty, show high 
levels of stress and low self-esteem. This is coupled with signs of exhaustion 
brought about by the constant demarids of time and energy placed on them by 
their families. Schneiderman,'Furman, and Weber (1989) reviewed the 
scholarly literature linking self-esteem and chronic welfare dependency. They 
concluded that "no finding ties persistent welfare dependence to a generalized 
loss of self-esteem" (1989, p.235). However, that in reviewing all of the 
literature, they believed a weak effect of welfare dependence on the variables 
of sense of control and personal efficacy does exist and deserves further 
exploration. 
In summary, researchers consider self-esteem from one of two 
viewpoints. The first viewpoint defines self-esteem as a global assessment 
that be either positive or negative and is considered a fairly stable personality 
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trait. The second viewpoint defines self-esteem as a self-attitude that changes 
as a function of different roles, expectations, performances and other 
situational variables. The use of coping skills (as opposed to an avoidance 
response) when faced with a psychological threat is thought to increase adult 
self-esteem. Internal positive self-evaluation is the most important and most 
long-lasting method of increasing adult self-esteem according to Bednar et al. 
(1989) model. Bernstein (1989) proposed thatthe "courage to try to learn 
directly reflects the level of self-esteem in each person ... those with high self-
esteem are the most willing to try" (p. 143 ). A learner must face the unknown 
in order to learn and the act of learning places the learner in unfamiliar 
territory according to Bernstein. Bernstein wrote that learners are at risk 
because they may discover their own helplessness or weaknesses. Successful 
learners increase their self-mastery and the risk of helplessness decreases but 
risks never disappear completely for humans (Bernstein). Cross (1981) stated 
that the understanding of attitudes toward self and education are the basis of 
comprehending why some adults do not participate in learning activities. 
CHAPTER III 
METHOD 
The purpose of this study was to identify the expressed deterrents to 
participation in nonformal adult education of low-income women. The 
following research questions guided this study. 
1. What factors deter low-income women aged 36 and younger living in 
nonmetropolitian Oklahoma counties from participating in nonformal adult 
education based on responses to the Deterrents to Participation Scale-
Nonformal (DPS-NF) instrument? 
2. Are the DPS-NF responses of those respondents reporting 
participation different from those respondents not reporting participation 
within in the last 12 months? 
3. Does a relationship exist between the respondents' scores obtained 
from the Coopersmith Self-Esteem Inventories (CSEI) Adult Form (1981) and 
the DPS-NF factors? 
4. Do relationships exist between selected socio-demographic variables 
and the DPS-NF factors? 




Completion of the study required these steps: (a) develop and establish 
the validity of the DPS-NF instrument, (b) develop an oral interview schedule 
which included the DPS-NF; the CSEI Adult Form; and a demographic 
section, ( c) conduct a pilot study and analyze the data to establish the norms 
and the reliability of the DPS-NF and the CSEI, ( d) develop a procedure for 
the study and ( e) collect and analyze the data. 
DPS-NF Instrument Development and Validity 
A review of three deterrents to parti~ipation instruments provided the 
basis for the proposed questions to be included in the DPS-NF. The.first 
instrument used as a comparison was developed by Hayes and Darkenwald 
(1988) for low-literate participants in adult basic education classes. The 
second comparison instrument was developed for the general public by 
Darkenwald and Valentine (1985). This instrument was selected since many 
of the published deterrents to participation studies that were reviewed had 
used it as a base. The third instrument used as a comparison was developed by 
Beder (1990) in a study designed for adult basic education eligible non-
participants. Beder developed the questions in his instrument based on open-
ended interviews with high school drop-outs that had never participated in 
adult basic education. 
The validity of the DPS-NF instrument developed for this study was 
assured by several steps. First, the proposed questions for the DPS-NF were 
compared to questions from three similar instruments (Darkenwald and 
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Valentine, 1985; Hayes and Darkenwald, 1988; Beder, 1990) to help ascertain 
that all relevant topics were included and that the wording of questions was 
appropriate (Sudman and Bradburn, 1982). Several of the DPS-NF questions 
are unique in that they do not match the questions from the three deterrents to 
participation instruments. The basis for these questions came from a study by 
Ziegahn (1992). In addition, the questions were identified as dispositional, 
situational and institutional. This step was taken to help assure a fair 
representation of the categories. See Appendix A for the complete 
comparison. 
The second method used to help assure validity of the proposed DPS-
NF was a review by a jury of Expanded Food and Nutrition Education 
(EFNEP) paraprofessionals that are employed by Oklahoma Cooperative 
Extension Service. EFNEP is a nutrition education program designed for low-
income families with young children. The EFNEP paraprofessionals recruit 
low-income families to enroll in the program and deliver a nonformal.. 
nutrition education program to these families. These paraprofessionals are 
knowledgeable about the target population of this study since they regularly 
interact with low-income families. The paraprofessionals reviewed the 
proposed DPS-NF instrument to help ascertain that all relevant issues were 
included and to identify any non-relevant items. They determined that all 
relevant issues from their perspective had been included and that all of the 
items were relevant. 
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In summary, content-related validity was established by two steps. 
First, the proposed questions were compared to three selected instruments that 
have been used in previous deterrent to participation studies and one 
,· qualitative study. Second, an expert jury reviewed the proposed DPS-NF 
instrument. 
Oral Interview Schedule 
In addition, the paraprofessionals critiqued the oral interview schedule 
(Adult Learning Survey) which included an introduction, a demographic 
section, as well as the DPS-NF and the CSEI (Appendix B). The 
paraprofessionals considered clarity, comprehensives, and acceptability of the 
oral interview schedule (Rea and Parker, 1992). They did not recommend any 
changes. 
Pilot Study 
The data was collected through one-to-one oral interviews by the 
researcher at the Oklahoma Department of Human Services (OHS) office in 
Payne County. Case workers that were interviewing Aid to Families with 
Dependent Children (AFDC) recipients were briefed about the study and were 
instructed to ask women fitting the age restriction if they would volunteer for 
the interview. As an incentive to participate in the study, volunteers received 
a five dollar coupon redeemable at a local dairy/ice cream store. The 
researcher conducted the oral interview with each volunteer privately. 
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The interview procedure with each volunteer subject was as follows: 
(a) The researcher reviewed the consent form (Appendix C) with the volunteer 
and asked if she was still willing to participate. (b) Both the volunteer 
respondent and the researcher signed two copies of the consent form. ( c) The 
volunteer respondent received a signed copy and the researcher kept a signed 
copy. (d) The researcher provided the respondent with blank data forms 
(Appendix D) and an envelope in which to seal their completed forms. (e) The 
respondent completed the forms as the researcher read aloud the Adult 
Learning Survey. 
Norms and Reliability of the Pilot Study 
Norms The researcher interviewed 14 women for the pilot study. The racial 
background of the respondents included 12 White not of Hispanic origin and 2 
African Americans. Table 3 presents the findings from the demographic 
section of the Adult Learning Survey interview schedule. 
Additional demographic information included the following. 
Respondents indicated if they lived with other adults of which 12 said they 
did not; 1 lived with parents; and 1 lived with other family members. Most of 
the respondents, 12, lived in town and 2 reported that they lived 5 miles or 
closer to the nearest town. Respondents indicated if they had participated in 
any workshops or programs during the last 12 months, of which 12 marked 
"No" and 2 marked "Yes." Respondents indicated if they had enrolled in a 
class for credit or a job training course within the last 12 months of which 8 
marked "No" and 6 respondents marked "Yes." 
TABLE 3 




Number of Dependent Children 
Living With Respondent 
Age of the Youngest Child Living 
With Respondent 
Age of Respondent at Birth of First 
Child 
Number of Months Respondent 
Received AFDC Payments 
Number of Months Unemployed 

















Norms for the CSEI were established based on the pilot study. The 
CSEI has 25 statements for which 4 points is added for the answer that 
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correlates with positive self-esteem and O points for the answer that correlates 
with a negative ·self-esteem. The score can range from O to 100 points, with 
the higher score indicating a higher level of self-esteem. The mean score was 
69.14 with a standard deviation of 31.38 points. The maximum score was 92 
and a minimum score of 28 with a range of 64 points. A previous study of 
Oklahoma home economics teachers (N = 143) that used the CSEI Adult Form 
reported a mean score of 80.5 (Lee, 1992). 
Norms were established for the DPS-NF. The 36 DPS-NF items were 
scored from 1 to 3 points. A score of 1 indicated that the response "Not True" 
was selected; 2 indicated "Somewhat True;" and 3 indicated the "Tr1,1e" 
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response was selected. The total score can range from 36 to 108 points. The 
mean score for the DPS-NF was 51.63 points with a standard deviation of 8.00 
points. The minimum score was 39.00 and the maximum was 72.00 with a 
range of 33.00 points. Two reasons resulted in a zero variance. The reason, "I 
have heard that the workshops/programs offered weren't very good," was 
scored as "Not True" by all of the respondents. All of the respondents scored 
the reason, "My friends wouldn't like it if I went to a workshop/program," as 
"Not True." 
Reliability The researcher used Cronbach's coefficient alpha to examine the 
reliability of the CSEI and the DPS-NF. The coefficient alpha reliability of 
the CSEI was .860 and the standardized item alpha was .863. This compared 
to a reported Cronbach's coefficient alpha= .77 of a study of Oklahoma home 
economics teachers (Lee, 1992). The coefficient alpha reliability of the DPS-
NF was .834 and the standardized item alpha was .854. This compares to other 
studies that used a similar deterrents to participation instruments such as; 
Darkenwald and Valentine (1985) alpha reliability coefficient= .86; Hayes 
and Darkenwald (1988) alpha reliability coefficient= .82; and Beder (1990) 
alpha reliability coefficient= .85. 
Procedure for the Study 
This study identified factors which deter participation in education and 
examined the relationship of those factors with selected variables thought to 
impact the decision to participate in education. The researcher closely 
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examined those relationships in order to separate out the variance that may be 
contributed by more than one variable. Factor identification, associations and 
explanations are the focus of this study rather than representation and 
enumeration (Oppenheim, 1992). The researcher's inability to randomly select 
the subjects shaped the study's design. 
Subjects 
The subjects for this study were female AFDC recipients aged 36 and 
younger. Respondents that agreed to participate signed a consent form 
indicating that they (a) were volunteering to participate (b) had been informed 
that their participation or nonparticipation had no bearing on their status with 
DHS ( c) had been informed that their name would not be identified with the 
data collected and ( d) were told that they would receive a five dollar coupon 
redeemable at a local dairy/ice cream store as an incentive to participate in 
the study. 
Data Collection Sites 
Data was collected in Oklahoma nonmetropolitian counties with a 
persistently high poverty rate. Nonmetropolitian counties are those counties 
with less than 100,000 residents (Beale, 1993). A persistently high poverty 
rate is defined as more than a 20 percent level of poverty in each of the last 
four censuses (Beale, 1993). Twenty Oklahoma counties that fit these two 
characteristics include: Adair, Atoka, Bryan, Caddo, Cherokee, Choctaw, 
Coal, Greer, Harmon, Haskell, Hughes, Johnston, Kiowa, Latimer, LeFlore, 
McCurtain, McIntosh, Okfuskee, Pushmataha, and Tillman counties (Beale, 
1993). The data was collected at the Oklahoma Department of Human 
Services (DHS) county offices in each of the counties. Appendix E contains 
the correspondence to DHS. The data was combined for Greer and Harmon 
counties since the DHS organizational structure combines the two counties. 
Sample Size 
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For the principal components analysis, Stevens (1986) has 
recommended five respondents for each variable. The DPS-NF has 36 items or 
variables. Consequently, if each item loaded as a separate component the 
maximum sample size needed was 180 subjects. The number of subjects 
needed from each county was determined by a percentage ratio based on the 
county's 1993 monthly average AFDC caseload (Appendix F). 
Data Collection and Analyses 
Oklahoma DHS occasionally requires AFDC recipients to attend 
meetings and the data was collected at these meetings. The researcher 
attended the meetings and presented the opportunity to participate in the 
survey and explained that their participation in the survey was voluntary; their 
AFDC benefits would not be affected in any manner by their decision to 
participate; and those who completed the survey would receive a five dollar 
gift certificate to a local dairy/ ice-cream store. The data was collected in 
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small group settings ranging in size from 3 to 20 respondents. The researcher 
read aloud the Adult Learning Survey while respondents marked their data 
forms. The process of explaining the study; reviewing the consent form; 
collecting signed consent forms; and. completing the data forms in the group 
setting took 30 to 45 minutes. 
DPS-NF Instrument Reliability 
The DPS-NF, a part of a the Adult Learning Survey, investigated the 
respondents' expressed deterrents to participation in nonformal education. 
The 36 item instrument used a three point Likert-type scale. The researcher 
asked the respondents to answer the question, "How true are each of these 
reasons for you not to attend a workshop or program?" Respondents circled a 
number that represented (1) Not True; (2) Somewhat True; or (3) True. The 
total score can range from 36:00 to 108.00 points. The mean score was 52.69 
with a standard deviation of 9.70 points. The minimum score was 36.00 and 
the maximum was 80.00 with a 44.00 point range. Appendix G contains the 
percentage of responses to the thirty-six questions of the DPS-NF from 160 
respondents. The coefficient reliability alpha for the DPS-NF= .859 and the 
standardized item alpha= .873. 
Coopersmith Self-Esteem Adult Form Inventory Reliability 
The Coopersmith Self-Esteem Inventory (CSEI) Adult Form was a part 
of the Adult Learning Survey. (See Appendix H. The CSEI contains 25 
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statements about feelings. Respondents are asked to react to each statement by 
marking either "Like Me" or "Unlike Me." Responses indicative of a stronger 
sense of self-esteem are awarded four points and responses indicative of a 
weaker sense of self-esteem receive no points: The score can range from O to 
100 points. The minimum score was 8 points (2 respondents) and the 
maximum score was 100 points (l respondent). The range was 92 points. The 
mean score of the 160 respondents was 56.45 with a standard deviation of 
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The reliability of the CSEI in this study varies by race. Carmines and 
Zeller ( 1979) recommend a reliability with a correlation coefficient of no 
lower than . 80 for widely used scales. The CSEI reliability for African 
Americans was below the acceptable range. The reliability of the other racial 
groups meet the recommended guideline of .80. The reliability correlation for 
all of the sample was very close to . 80 and greater than . 80 for three of the 
four racial groups. Therefore, the researcher used the CSEI data in the study. 
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Question 1 
It was determined that principal components, a multivariate analysis 
method, was appropriate to complete part of the first research question. 
Principal components reduces the number of original variables through linear 
combinations to arrive at a smaller number of variables that account for most 
of the variation (Stevens, 1986). The resulting smaller number of variables are 
a new set of uncorrelated linear combinations which can then serve as the 
variables in other analyses. Additional procedures utilized in this analysis 
included (a) Bartlett's sphericity test which tested the null hypothesis that the 
variables in the correlation matrix were uncorrelated; (b) the Kaiser criterion 
which retained only those components whose eigenvalues were greater than 
one; and (c) the Varimax rotation which resulted in each variable loading high 
on a smaller number of factors rather than loading high on a larger number of 
factors. This procedure helped in the interpretation of the factors. 
Question 2 
The researcher was not able to separate potential respondents based on 
reported participation or nonparticipation in a workshop/program before 
administration of the Adult Learning Survey. It was not known if the 
responses from the DPS-NF were significantly different of respondents who 
had participated in educational programs/workshops as compared to those 
who did not report participation. The 36 item instrument with one to thre~ 
assigned points for each item had a score range from 36 to 108 points. A mean 
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score was established for each group (participation & non-participation) and a 
one-way between-subjects analysis of variance test (p ~.05) was performed. 
Question 3 
A number of the reviewed deterrent studies have identified low self-
confidence as a deterrent but did not include another instrument to verify their 
findings. Therefore, it was decided that the inclusion of a second instrument 
to provide a measure of self-esteem would strengthen the research design. To 
complete the second research question, stepwise regression analysis was used 
to determine the amount of correlation between the identified principal 
component factors and the CSEI scores. Stepwise regression was selected as 
the analysis method because this technique first tested the largest correlation 
and then moved to the second largest correlation. This process continued until 
the remaining predictors failed to enter the equation. 
Additional procedures were employed to determine the accuracy of the 
stepwise regression analysis results. The shrinkage of R 2 was reviewed since 
the R2 predictive power is a concern in stepwise regression. The shrinkage of 
R 2 was reviewed by a cross-validation technique. The technique required a 
random selection of part of the sample. The stepwise regression equation was 
derived for the screening sample and applied to a second sample composed of 
the remaining cases. 
Outliers data points can affect the results of an analysis. The Weisberg 
test was used to detect outliers for the dependent (y) variable, CSEI score. 
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The Mahalanobis distances test was used to detect outliers for the deterrent 
factors. Outliers were detected and Cook's distance procedure was performed 
to determine if the outliers were influential data points. 
A basic assumption of the linear regression model is normality. The 
errors are assumed to follow a normal distribution with constant variance 
(Stevens, 1986). A review of the histogram of the standardized residuals 
provided evidence of the normality of the distribution of errors. The 
completion of these procedures determined if a relationship exists between 
the self-esteem scores and the principal components factors. 
Question 4 
The researcher wanted to know if the six factors identified by principal 
components were associated with socio-demographic variables. The socio-
demographic variables of interest were; (a) age, (b) educational level, ( c) 
number of dependent children, (d) age ofyoungest child, (e) respondent's age 
at the birth of her first child, (f) length of time that she has received AFDC, 
and (g) the length of unemployment since the respondent was last in school. 
All of these variables represented score data. Some of the demographic 
variables were closely related to each other. A simple correlation matrix 
would not have separated the effect on variance contributed by one socio-
demographic variable upon another. An example of two closely related 
variables which could have affected each other was the respondent's last year 
of schooling completed and her age when her first child was born. Canonical 
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correlation was used to determine the correlation between the socio-
demographic variables and the principal components variable set. A linear 
combination was found for each principal component factor and each socio-
demographic variable with the largest possible correlation. Then a second set 
of linear combinations (with the next largest possible correlation) was 
determined which was not correlated with the first set (Stevens, 1986) etc. 
until all of the correlations are determined. One socio-demographic variable 
entered the equation. 
Question 5 
The researcher wanted to know if the DPS-NF factors differentiated the 
respondents according to race. Past field experience of the researcher 
· indicated that efforts to recruit potential workshop/program participants were 
not equally effective for different races. Discriminate analysis was selected 
rather than analysis of variance because of less restrictive assumptions. The 
number of possible discriminate groups was the smallest number of either (a) 
the number of groups minus one or (b) the number of dependent variables 
(factors). The number of racial groups identified in the study was four; 
therefore three groups compared to six factors indicated that the maximum 
number of discriminate functions possible was 3. 
Chapter 4 presents the findings generated from the analyses by 
question. Chapter 5 presents the interpretation, conclusions, and 
recommendations of this study. 
CHAPTER IV 
RESULTS 
The purpose of this study was to identify the expressed deterrents to 
participation in nonformal adult education oflow-income women. To determine the 
deterrents to participation of this group, the researcher conducted oral interviews with 
the target population. The following research questions guided this study: 
I. What factors deter low-income women aged 36 and younger living in 
nonmetropolitian Oklahoma counties from participating in nonformal adult education 
based on responses to the Deterrents to Participation Scale-Nonformal (DPS-NF) 
instrument? 
2. Are the DPS-NF responses of those respondents reporting participation 
different from those respondents not reporting participation within in the last 12 
months? 
3. Does a relationship exist between the respondents' scores obtained from the 
Coopersmith Self-Esteem Inventories (CSEI) Adult Form (1981) and the DPS-NF 
factors? 
4. Do relationships exist between selected socio-demographic variables and the 
DPS-NF factors? 
5. Do the DPS-NF factors differentiate the respondents according to race? 
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The demographic section of the interview schedule provided general 
information regarding the individuals completing the interview. Those items included 
age, race, education level, participation in nonformal or enrollment in formal education 
within the past 12 months, number of children living with the respondent, age of the 
youngest child living with the respondent, respondent's age at birth of her first child, 
location of residence, living with other adults and with whom, employment since last in 
school, length of time since last paycheck, and length of time received Aid to Families 
with Dependent Children (AFDC). 
Findings 
Description of Respondents 
The researcher interviewed 160 women. The mean age of the respondents was 
26.48 years and the standard deviation was 5.00 years. Table 5 presents the age data of 
160 respondents. The researcher asked the respondents to identify their race which is 
presented in Table 6 from 160 respondents. 
Age 
17 to 19 years 
20 to 25 years 
26 to 30 years 















Hispanic of Any Race 
Native American 














The researcher asked the respondents to identify their education level. The mean 
education level was 12.69 years and the standard deviation was 2.06 years. Table 7 
presents the education data from 159 respondents. The respondents indicated if they 
had participated in any educational workshops or programs during the past 12 months 
and if they had enrolled in a class for credit or a job training course during the last 12 
months. Table 8 presents the educational participation from 159 respondents and 
enrollment data from 160 respondents. 
TABLE7 
RESPONDENT'S LEVEL OF EDUCATION COMPLETED 
Education Number Percentage 
Grade 8 or Less 6 3.8% 
Grades 9 Through 11 29 i8.1% 
High School Diploma or GED 24 15% 
Some Vocational or Technical Training 50 31.3% 
Completed Vocational or Technical Training 25 15.6% 
Some College 11 6.9% 
Associate or Two Year College Degree 12 7.5% 
Bachelors Degree 2 1.2% 
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TABLES 
RESPONDENTS' EDUCATIONAL PARTICIPATION AND ENROLLMENT DATA 
Participation in Educational Enrollment in Class for Credit or 
Worksho12s or Programs. Job Training Course 
Response Number Percentage Number Percentage 
Yes 43 26.9% 64 40.0% 
No 116 72.5% 96 60.0% 
The researcher asked three questions related to the respondents' children. The 
respondents indicated (a) the number of dependent children that lived with her, (b) the 
age of their youngest child that with lived with her, and ( c) the respondents' age at the 
birth of her first child. Table 9 presents the number of <l;ependent children data of 159 
respondents. The mean number of children was 1.96. The standard deviation was 0.93. 
Table 10 presents the age of the youngest child data of 160 respondents. The mean age 
of the youngest child was 3.04 years and the standard deviation was 1.24. Table 11 
presents the respondents' age at the birth of their first child from 15 5 respondents, The 
mean age was 18'.86 years and the standard deviation was 3.12 years. 
TABLE9 
RESPONDENTS' DEPENDENT ClllLDREN 
Children Number Percentage 
0 1 0.6% 
1 58 36.2% 
2 57 35.6% 
3 34 21.2 % 
4 8 5.0% 
5 1 0.6% 
TABLE 10 
RESPONDENTS' YOUNGEST CHILD'S AGE 
Age Number 
Less Than 1 Year 14 
1 to Less Than 2 1/2 Years 47 
2 1/2 to 4 Years 42 
5 to 8 Years 37 
9 to 12 Years 15 










RESPONDENTS' AGE AT BlRTH OF FlRST CIIlLD 
Age Number Percentage 
14 to 16 Years . 35 22.6 
17 to 19 Years 65 40.6 
20 to 25 Years 49 30.5 
26 to 33 Years 6 3.6 
The respondents indicated the location of their residence. The researcher asked 
the respondents if they lived with another adult and if yes to select one category from 
the fom categories listed. Table 12 presents the location of residence data from 159 
respondents. Table 13 presents the living with other adults data from 160 respondents. 
The respondents indicated if they had been employed since last in school and 
the length of time since they had received their last paycheck. The number of 
respondents that had been employed since last in school was 115 (71.9 %) and the 
number not employed since last in school was 45 (28.1 % ). Table 14 presents the length 
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of time since their last paycheck data from 158 respondents. The mean was 15.77 
months and the standard deviation was 25.94 months. The researcher asked the 
respondents the length of time that they had received AFDC payments. Table 15 
presents the length of time they have received AFDC payments data from 159 
respondents. The mean was 26.60 months and the standard deviation was 29.28 months. 
TABLE 12 
RESPONDENTS~ LOCATION OF RESIDENCE DATA 
Location 
Town 
~ 5 Miles to Closest Town 










RESPONDENTS LIVING WITH OTHER ADULTS DATA 
Other Adults Number Percentage 
Significant Other 29 18.1 % 
Parent(s) 32 20.6% 
Other Family Member(s) 18 11.2 % 
Friends(s) 4 2.5% 
No One 76 47.5% 
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TABLE 14 
RESPONDENTS' LENGTH OF TIME SINCE LAST PAYCHECK 
Time Number · Percentage 
3 Months or Less 60 38.0% 
4 Months to 6 Months 22 13.8% 
7 Months to 12 Months 31 19.3 % 
More Than 1 Year to 2 11 6.7% 
Years 
More Than 2 Years to 5 26 16.0% 
Years 
More than 5 Years to 14 8 4.8% 
Years 
TABLE 15 
RESPONDENTS' LENGTH OF TIME RECEIVED AFDC 
Time Number Percentage 
3 Months or Less 36 22.6 
4 Months to 6 Months 18 11.2 
7 Months to 12 Months 17 10.5 
More Than 1 Year to 2 32 19.8 
Years 
More Than 2 Years to 5 39 24 
Years 
More Than 5 Years to 11 17 9.4 
Years 
In sumniary, the demographic results portray the majority (75 %) of the 
respondents as 30 years old or younger. Slightly over one-half ( 56.9 % ) of the 
respondents indicated their race as White not of Hispanic origin. The second largest 
racial group was Native American (23.1 %). A large number (77.5 %) of the 
respondents reported obtaining at least a high school diploma or GED and of those 62.5 
% reported education of at least some vocational or technical training level or more. 
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Within the last 12 months 72.5 % reported no participation in an educational workshop 
or program and 60.0 % reported no enrollment in a class for credit or a job training 
course. Most of the respondents (71.8 %) had either 1 or 2 children and 64.3 % of the 
respondents' youngest child was 4 years old or younger. A majority of the respondents 
(63.2 %) gave birth to their first child before the age of 20. Most of the respondents 
(63.7 %) lived in a town and slightly more than one-half (52.4 %) lived with another 
adult. Almost three-fourths (71.9 %) of the respondents had been employed since they 
were last in school and 71.1 % had received their last paycheck within in the last twelve 
months. More than one-half ( 64.1 % ) of the respondents had received AFDC benefits 
for 1 year or less. 
Question 1 
What factors deter low-income women aged 36 and younger living in 
nonmetropolitian Oklahoma counties from participating in nonformal adult education 
based on responses to the Deterrents to Participation Scale-Nonformal (DPS-NF) 
instrument? 
Factor Solution The BartlettTest ofSphericity was 1760.798 (:Q ~ .000) which indicated 
that the variables in the correlation matrix were correlated and that the principal 
components analysis was appropriate. The principal components technique analyzed the 
DPS-NF data and 11 factors emerged with an Eigenvalue greater than 1.0 which meets 
the Kaiser Criterion used to determine how many factors should be retained. The 
Varimax rotation was applied which resulted in each variable loading high on a smaller 
number of factors rather than loading on a larger number of factors. This allowed for an 
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easier interpretation of the factors. The reviewed deterrents to participation studies that 
had used multivariate analysis had reported a range of five to eight factor solutions. 
Therefore, the five, six, seven, and eight factor solutions were closely examined. The 6 
factor solution was selected because the 5 factor did not include a factor that had been 
identified by 14 of the 17 deterrent studies. The seven and eight factor solutions 
produced factors that were not as easily interpretable and more of the identified factors 
contained only two variables. The Nik for the six factor solution is 159 to 6 which is a 
26.5 to 1 ratio. According to Stevens (1986) a minimum of 100 individuals and a ratio 
of 30/1 will produce a reliable regression equation. The researcher decided that the size 
of the sample combined with a ratio approaching 30/1 did produce a reliable equation 
and continued the analysis of the data. Tables 16 and 17 present the six factor solution 
data. Appendixes I, J, and K contain the data for the five, seven, and eight factor 
solutions. 
TABLE 16 
SIX FACTOR ANALYSIS 
Factor Eigenvalue Percent of Variance Cumulative Percent 
1 7.227 20.1 % 20.1 % 
2 2.393 6.6% 26.7% 
3 2.130 5.9% 32.6% 
4 1.866 5.2% 37.8% 
5 1.497 4.2% 42.0% 





























SIX FACTOR V ARJMAX ROTATED MATRIX 
Reasons 
I am just notthat interested in going to a workshop/program . 
I think that going to a workshop/program would be too much of a 
hassle with lots of questions and forms. 
I don't think the workshop/program will really be helpful to me . 
I don't have the time to go . 
I think that the length of the programs are usually too long . 
I think that going to a workshop/program would be too much like 
regular school. 
Reasons 
I don't want to go the building where the workshops/programs are 
offered. 
I don't feel comfortable going to the part of town where the 
workshops/programs are usually offered. 
My friends wouldn't like it if I went to go to a workshop/program . 
I have heard that the workshops/programs offered weren't very 
good. 
I think that I am too old to learn. 
I don't like tl;le people who usually go to those 
workshops/programs. 
I have tried to enroll before in a workshop/program, but it was 
already full. 
My family wouldn't like it if I went to a workshop/program . 
Reasons 
I feel that I wouldn't be accepted by the other people in the 
workshop/program. 
I don't want to go by myself. 
I think that I would feel out of place . 
I don't want people to know that I need more information or help . 
I am afraid that people will find out that I have trouble reading . 


















I can't afford the emollment fee or the supplies required . 
I can't go at the times they are offered . 
I don't have a way to go . 
I don't have anyone to take care of my children . 
I don't think that I can go to all of the workshop sessions . 
Reasons 
I have health problems that keep me from going . 
I move too often . 
Reasons 
I don't need to know any more about the topic . 
I have gone to a workshop/program before and didn't like it. 
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Of the 36 items, 1 item did not load positive on any of the 6 identified factors. 
This was "I didn't know that there were any workshops or programs offered." The 
critical value for a correlation coefficient where oc = .01 for a two-tailed test and N = 
160 is> 0.409. Variables with a critical values .409 were deleted from the matrices. 
Items that were deleted from Factor 1 were: (a) "I can learn it on my own." (b) I don't 
like to leave my children." and ( c) "I have never thought of going to a 
workshop/program." The item, "I feel that the workshop/program leaders wouldn't be 
friendly or understanding to me." was deleted from Factor 2. Items that were deleted 
from Factor 5 were: (a) "I can't go because of family problems." and (b) "I don't want 
to answer questions in a group." 
In summary, a six factor solution was determined to be the best choice from the 
data collected by the DPS-NF instrument. 
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Question 2 
Are the DPS-NF responses of those respondents reporting participation different 
from those respondents not reporting participation within in the last 12 months? 
Difference of Respondents A one-way between-subjects analysis of variance test (:Q ~ 
.05) was performed to determine if the DPS-NF data was significantly different from 
the respondents who had participated in educational programs/workshops within the 
last 12 months as to those who did not report participation. The 36 item instrument with 
one to three assigned points for each question had a score range of 36 to 108 points. A 
mean score was established for the participation groups and the non-participation 
group. The mean score for the 116 respondents reporting no participation was 52.55 
points with a standard deviation of 9 .17. The minimum score was 36.00 and the 
maximum score was 76.00 with a range of 40.00 points. The mean score for the 43 
respondents reporting participation was 53.05 points and the standard deviation was 
11.11. The minimum score was 39.00 and the maximum was 80.00 with a range of 
41. 00 points. The results of the one-way between-subjects analysis of variance of the 
scores indicated no significant differences among the means, E(l, 159) Q = .776. 
Therefore, the researcher assumed that the DPS-NF responses were not significantly 
different from the participation group and the non-participation group. 
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Question 3 
Does a relationship exist between the respondents' scores obtained from the 
Coopersmith Self-Esteem Inventories (CSEI) Adult Form (1981) and the DPS-NF 
factors? 
Correlation of CSEI Scores and DPS-NF Factors The researcher used the stepwise 
regression technique to determine if a relationship exists between the CSEI scores and 
the deterrent factors. Factor 3 with the highest simple correlation of-.524 (Q = .000) 
entered the equation first. Next, Factor 6 with a simple correlation of .135 (:Q = .044) 
entered the equation. Factor 3 accounted for 27.04 % of the variance in the CSEI 
scores. The addition of Factor 6 accounted for 28.43 % of the cumulative variance. 
Tables 18 and 19 present the resulting infonnation. The remaining four factors (p 2:: .05) 
did not enter the equation. 
TABLE 18 
































The shrinkage ofR2 was reviewed since the R2 predictive power is a concern in 
stepwise regression. A cross-validation technique was used to check the amount of 
shrinkage. A proportional cross-validation technique in conjunction with the stepwise 
regression technique analyzed two random samples that were pulled from the total 
sample. The first random sample contained 115 respondents. Factor 3 was the first to 
load with R2 = .248 and the adjusted R2 = .241. The second factor to load was Factor 4 
rather than Factor 6 as in the total sample. This may be accounted for by the fact that 
stepwise regression is extremely sample specific. Factor 4 obtained a R2 = .302 and an 
adjusted R2 = .290. In this sample, Factors 3 and 4 accounted for 28.97 % of the 
cumulative variance. The second random sample contained 45 respondents for which 
R2 = .344 and the adjusted R2 = .328 for Factor 3. No other factors loaded on this 
sample. The small shrinkage ofR2 indicated that the parameter established would be 
fairly stable if a new sample was analyzed. 
Outliers that are influential data points can affect the results of regression 
analysis. The researcher examined Cook's distances of the 10 outliers that had been 
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detected. None of the 10 outlier cases resulted in Cook,s distances~ 1.00. Since, these 
outliers were not influential and would not produce a large effect on the regression 
analysis, they were not deleted. 
A basic assumption of the linear regression model is that the errors are assumed 
to follow a normal distribution with constant variance (Stevens, 1986} A review of the 
histogram of the.standardized residuals provided evidence of the normality of the 
distribution and is illustrated in Figure 1. 
N EXPN 
0 .12 Out * Equals 1 case 
' 
0 .25 3.00 . Normal curve 
0 . 63 2.67 . Normal curve . . 
1 1.43 2.33 . . 
3 2.92 2.00 **• . 
5 5.35 1.67 ****• . 
12 8.78 1.33 ********·*** . 
15 12.90 1.00 ************•** . 
14 16.99 .67 ************** . 
20 20.04 .33 *******************• . 
25 21.18 '.00 ·********************•**** . 
11 20:04 -.33 *********** . 
20 16.99 -.67 ****************·*** . 
14 12.90 -1.00 ************·* . 
9 8.78 -1.33 . ********· . 
8 5.35 .,-1.67 ****•*** . 
0 2.92 -2.00 . 
2 1.43 -2.33 ·* . 
1 .63 -2.67 . . 
0 .25 -3.00 
0 .12 Out 
Figure 1. Histogram of the standardized residual errors model for the DPS-NF factors 
(predictors) and the CSEI scores (independent variable). 
Question4 
Do relationships exist between selected socio-demographic variables and the 
DPS-NF factors? 
119 
Selected Demographic Data The selected demographic data included (a) age, (b) 
educational level, ( c) number of dependent children, ( d) age of youngest child, ( e) 
respondent's age at the birth of her first child, ( f) length of time that she has received 
AFDC, and (g) the length of unemployment since the respondent was last in school. The 
researcher reviewed the relationship of the six deterrents to participation factors and 
the seven demographic score variables using canonical correlation. Canonical 
correlation separates out the effect of one variable upon another so that a more clear 
sense of the amount of variation accounted for by each variable can be obtained. The 
canonical correlation procedure identified age of the respondent as having the largest 
correlation with the deterrents to participation factors. This correlation was removed 
from the equation. The remaining variables were tested for significance and were not 
significant. Almost three-fourths of the variance (r2 = -.722) in Factor 2 and over one-
half ( r2 = .554) in Factor 3 can be accounted for by the age of the respondent. 
Question 5 
Do the DPS-NF factors differentiate the respondents according to race? 
Race Differentiation The researcher wanted to know if the DPS-NF factors would 
differentiate the respondents according to race. Discriminate analysis was selected 
120 
rather than analysis of variance because of less restrictive assumptions. Respondents 
identified themselves as fitting into four out of the five race categories that were listed 
on the Adult Learning Survey. These were African American (n = 23), Hispanic of any 
Race (n = 9), Native American (n = 37), and White not of Hispanic origin (n = 91). The 
number of discriminate functions possible is three. The first step of the analysis 
combined all three discriminate functions to determine the overall association. At the 
.05 level, the overall association (x2 = 26.23, R = .0946) was not significant. 
CHAPTERV 
SUMMARY AND DISCUSSION 
Summary 
The problem that gave focus to this study was that non-employed, low-income 
adults with a 12th grade education or less are the least likely to participate in 
educational activity according to the National Center for Education Statistics [NCES] 
report, Adult Education Profile for 1990-91. The authors of the report conclude that 
"people who presumably could most benefit from adult education are the least likely to 
participate in it" (Korb, Chandler, & West, 1991, p. 1 ). It was determined that a better 
understanding of the deterrents to participation in education faced by this population is 
needed. The purpose of this study was to identify the expressed deterrents to 
participation in nonformal adult education of low-income women. For the purpose of 
this study, the researcher defined nonformal adult educational as any organized non 
credit or non certification education activity directed by a formal organization or group; 
planned and implemented by a designated leader; and designed to help people live more 
successfully. 
Few studies identify the expressed deterrents of low-income women. v-· 
Qualifications of research findings are commonly stated because of the lack of diversity 
in ethnicity and class of the population studied (Ross, 1989). "Yet adult education ~ 
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research continues to be largely restricted to convenient samples of white middle-class 
populations and only more recently likely to deliberately include females" (Ross, 1989, 
p. 99). Non-white men and women and non-middle class remain a group set aside for 
future study according to Ross-Gordon ( 1991 ). Cunningham ( 1989) stated that 
education's promise is compromised when people of color, women, and the poor are 
excluded from research. The understanding of deterrents to participation is critical to 
the practice of adult education because of the voluntary nature of most adult education 
according to Darkenwald and Merriam (1982). These authors suggest that adult 
education may contribute to increasing the difference in resources and life satisfaction 
between the least and most educated groups of the population. Scanlan (1986) has 
expressed concern about the growing inequality between the "educational haves and 
have-nots" (p. 2). 
The questions for this study included: 
I. What factors deter low..:income women aged 36 and younger living in 
nonmetropolitian Oklahoma counties from participating in nonformal adult education 
based on responses to the Deterrents to Participation Scale-Nonformal (DPS-NF) 
instrument? 
2. Are the DPS-NF responses of those respondents reporting participation 
different from those respondents not reporting participation within in the last 12 
months? 
3. Does a relationship exist between the respondents' scores obtained from the 
Coopersmith Self-Esteem Inventories (CSEI) Adult Form (1981) and the DPS-NF 
factors? 
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4. Do relationships exist between selected socio-demographic variables and the 
DPS-NF factors? 
5. Do the DPS-NF factors differentiate the respondents according to race? 
Completion of the study required these steps: (a) develop an4 establish the 
validity of a Deterrents to Participation Scale-Nonformal (DPS-NF) instrument, (b) 
develop an oral interview schedule which included the DPS-NF; the CSEI Adult Form; 
and a demographic section, ( c) conduct a pilot study and analyze the data to establish 
the norms and the reliability of the DPS-NF instrument and the CSEI Adult Form, (d) 
develop a procedure for the study and ( e) collect and analyze the data. 
The subjects for this study were female recipients aged 36 and younger of Aid to 
Families with Dependent Children, (AFDC). The Oklahoma Department of Human 
Services (OHS) administers the AFDC program and requires AFDC recipients to attend 
occasional meetings. These meeting provided the setting for the researcher to collect 
the data from 160 volunteer respondents. Data were collected in twenty Oklahoma 
nonmetropolitiari counties with a persistently high poverty rate. These counties were 
Adair, Atoka, Bryan, Caddo, Cherokee, Choctaw, Coal, Greer, Harmon, Haskell, 
Hughes, Johnston, Kiowa, Latimer, LeFlore, McCurtain, McIntosh, Okfuskee, 
Pushmataha. and Tillman. 
This study identified factors which deter participation in education and 
examined the relationship of those factors with selected variables thought to impact the 
decision to participate in education. The researcher used principal components, one-
way between-subjects analysis of variance, stepwise regression, canonical correlation 
and discriminate analysis to analyze the data. 
A concise summary of the findings are: 
1. The results indicate that six factors deter low-income women from 
participating in nonformal adult education. 
2. The DPS-NF responses were not different from those that reported 
participation in a workshop/program within the last 12 months as to 
those not reporting participation. 
3. Correlations exist between the CSEI scores and Factors 3 and 6. 
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4. Correlation exists between the age of the respondent and Factors 2 and 3. 
5. The DPS-NF factors did not differentiate the respondents according to 
race. 
A thorough discussion of the findings follows in-the next section. 
Discussion 
Question 1 
Question 1 identified factors that deter low-income women from participating in 
nonformal education based on responses to the DPS-NF. The reliability for the DPS-NF 
is coefficient alpha= .859 and the standardized item alpha= .873. The reviewed 
deterrents to participation studies using multivariate analysis had reported a range of 
five to eight factor solutions. Therefore, the five, six, seven, and eight factor solutions 
were closely examined. The 6 factor solution was selected because the 5 factor did not 
include a factor that had been identified by 14 of the 17 deterrent studies. The seven 
and eight factor solutions produced factors that were not as easily interpretable and 
. more of the identified factors contained only two variables. 
Factor 1 Factor 1 was labeled Disengagement. The variables that loaded on Factor 1 
included: 
1. I am just not that interested in going to a workshop/program. 
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2. I think that going to a workshop/program would be too much of a hassle 
with lots of questions and forms. 
3. l don't think the workshop/program will really be helpful to me. 
4. I don't have the time to go. 
5. I think that the length of the programs are usually too long. 
6. I think that going to a workshop/program would be too much like regular 
school. 
These variables suggest a sense that the respondents are not interested in learning 
through nonf ormal education an~ reject the idea of committing their effort or time of 
becoming involved in nonformal education. A number of other studies have identified 
the Disengagement Factor. The Scanlan & Darkenwald (1984) study identified 
Disengagement as their first factor and stated that "inertia, boredom, uncertainty, 
diffidence, apathy and alienation" (p. 159) were central themes of this factor. 
Researchers have used other terms in addition to disengagement such as lack of interest, 
negative attitude or low priority to describe this issue. Darkenwald & Valentine (1985) 
identified "Low Personal Priority" as the fourth factor in their study. A few of the 
studies such as the Hayes & Darkenwald (1988) study identified two factors that are 
related to disengagement (Negative Attitude to Classes as the fourth factor and Low 
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Personal Priority as the fifth factor). Blais, Dugette, & Painschaud (1989) identified two 
clusters related to this topic. Cluster II, Low-Priority for Work Related Activities, 
indicated that "attending continuing education activities is perceived as encroaching on 
other more valuable areas oflife" (p. 232). Irrelevance of Additional Formal Education 
for Professional Practice, Cluster N, suggests a passive approach to education and a 
questioning of the relevance of continuing education according to the authors. They 
write that this "finding is unsettling, challenging as it does the value of lifelong learning 
within the context of the professions, except presumable for.experience gained through 
practice" (p. 233). Martindale & Drake (1989) identified Lack of Interest as the sixth 
factor in their study. The Beder (1990) study found two factors that correlate with the 
Disengagement Factor. Perceived Effort, rated as the second factor, contained two 
issues, the effort needed to participate and the effort to overcome the general problems 
of life, according to Beder. Factor ill, Dislike for School, is quite similar to the DPS-NF 
Disengagement Factor. The ABE-resisters discussed the irrelevance of school in their 
lives (Quigley, 1992). Ziegahn (1992) made this notation about the persons interviewed, 
"As long as they first disassociated learning from schooling, respondents could talk 
enthusiastically about what they learned" (p. 4 7). A list of some of these studies and the 
population of interest included the following in Table 20 
TABLE20 
STUDIES IDENTIFYING THE DISENGAGEMENT FACTOR 
Study 
Scanlan & Darkenwald (1984) 
Darkenwald & Valentine (1985) 
Hayes & Darkenwald ( 1988) 
(2 factors: Negative Attitude & Low 
Personal Priority) 
Blais, Dugette, & Painschaud (1989) 
(2 factors: Low Priority & Irrelevance 
of Educ.) 
Martindale & Drake (1989) 
Beder ( 1990) 





Allied Health Professionals 
General Public 
Low-Literate ABE Participants 
Practicing Nurses; Canada 
Air Force Enlisted Personnel 
ABE Eligible Non-Participants 
ABE Resisters 
Rural, Low Literate Adults 
Factor 2: The researcher named the second factor, Lack of Comfortableness. The 
variables that loaded on Factor 2 included: 
1. I don't want to go the building where the workshops/programs are 
offered. 
2. I don't feel comfortable going to the part of town where the 
workshops/programs are usually offered. 
3. My friends wouldn't like it ifl went to go to a workshop/program. 
4. I think that I am too old to leam. 
5. I don't like the people who usually go to those workshops/programs. 
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6. I have tried to enroll before in a workshop/program, but it was already 
full. 
7. My family wouldn't like it ifl went to a workshop/program. 
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The marker variables in this factor relate to the comfort of a person in considering 
participation in a workshop/program. The variable, "I have tried to enroll before in a 
workshop/program, but it was already full." does not conform to this grouping as well 
as the others. Perhaps those who are not comfortable with the idea of participation in a 
workshop can easily remember a time when they did make the effort to try and were not 
able to enroll. This factor was not specifically identified by the other studies reviewed. 
Factors such as Lack of Support or Social Disapproval identified by other studies have 
some similar characteristics. The Drake (1988) study identified this as the fifth factor 
with agricultural teachers. Hayes and Darkenwald (1985) named this factor Social 
Disapproval which was the second derived factor in their study. The marker variables in 
the Social Disapproval Factor focused on the disapproval of significant others. While 
these variables loaded on the DPS-NF study, they were not the marker variables. Cluster 
Vin the Blais, Dugette, & Painschaud (1989) study identified variables related to lack 
of information and affective support. The support variables in this cluster did relate to 
some of the variables in the DPS-NF Lack of Comfortableness Factor. The Martindale 
& Drake (1989) study listed Factor VIII: Lack of Encouragement last in their study. 
Factor I: Dispositional Constraints in the Reddy (1991) study contained issues related to 
the comfortableness level and the age issue. The first two variables in Factor ill: 
Infrastructure Support focused on the need for personal support. The Darkenwald 
(1988) study of the general public in England identified age as one of the main factors 
in Lack of Self-Confidence. The Drake (1988) study noted that the Lack of 
Encouragement was significantly related to age. Beder (1990) identified age as a issue 
in the factor, Low Perception of Need. McDaniel, Severinghaus, Rude, Gray & Emery 
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( 1986) used a Delphi telephone interview technique to determine adult education 
deterrents. A few of the learners identified lack of support as a deterrent. However, 
adult education service providers identified psychological barriers as a major issue in 
rural adult education. Sundet and Galbraith stated "Irrespective of age, men tend to see 
themselves as 'to old' for continuing education as if, in rural culture, participation in 
the formal educational.process should end with adolescence" (p. 47). Perhaps this same 
feeling is also true of the women that participated in this study. Studies that identified 
Lack of Support are listed in Table 21 
TABLE21 
STUDIES IDENTIFYING TIIE FACTOR SIMILAR 
TO LACK OF COMFORTABLENESS 
Study 
Drake (1988) 
Hayes & Darkenwald ( 1985) 
Blais, Dugette, & Painschaud (1989) 
Martindale & Drake (1989) 
Reddy (1991) 
(2 factors: Dispositional & Infrastructure 
Support) 
McDaniel, Severinghaus, Rude, Gray & 
Emery (1986) 





Low Literate ABE Participants 
Practicing Nurses; Canada 
Air Force Enlisted Personnel 
Educationally Disadvantaged; South 
Africa 
Rural Post-Secondary Learners & 
Educational Providers 
Key Informants & Rural, General 
Population 
ABE Resisters 
Rural, Low Literate Adults 
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Factor 3: Factor 3 was labeled Lack of Self-Confidence. The variables that loaded on 
this factor included the following: 
1. I feel that I wouldn't be accepted by the other people in the 
workshop/program. 
2. I don't want to go by myself. 
3. I think that I would feel out of place. 
4. I don't want people to know that I need more information or help. 
5. I am afraid that people will find out that I have trouble reading. 
6. I don't think that I would be able to learn. 
All of the variables that loaded on this factor focus on various aspects of self-
confidence. Darkenwald & Valentine (1985) identified Lack of Confidence as the first 
factor in their study. The Darkenwald (1988) study yielded two self-confidence factors. 
The first was a more general approach to self-confidence and the second factor was 
influenced by age in which older'respondents seemed to doubt their learning skills. The 
Drake (1988) study listed Lack of Confidence as the third factor. The Hayes and 
Darkenwald (1985) study identified Low Self-Confidence as Factor I. Martindale and 
Drake (1989) identified Lack of Confidence as Factor II. Reddy's (1991) Fac~or I: 
Dispositional Constraints contained four self-confidence variables. The study by 
McDaniel, Severinghaus, Rude, Gray and Emery (1986) listed insecurity as.a deterrent 
by both the learners and the.educational providers. Sundet and Galbraith (1991) also 
found self-confidence to be an issue with rural learners. Ziegahn's (1992) interview of 
women who stayed at home led her to conclude that these women had difficulty 
viewing themselves as learners. Therefore, these women did not possess self-confidence 
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as a learner. All of these studies except for the Ziegahn study identified age as a part of 
the self-confidence issue. In contrast, the findings from this study found age to be 
related to the Lack of Comfortableness Factor rather than to the Self-Confidence Factor. 
The Lack of Self-Confidence Factor has been identified by a number of other studies as 
shown in Table 22 
TABLE22 
STUDIES IDENTIFYING THE SELF-CONFIDENCE FACTOR 
Study 
Darkenwald & Valentine ( 1985) 
Darkenwald (1988) 
(2 factors: General & Age) 
Drake (1988) 
Hayes & Darkenwald (1985) 
Martindale & Drake (1989) 
Reddy (1991) 
McDaniel, Severinghaus, Rude, Gray & 
Emery (1986) 





General Public; England 
Agricultural Teachers 
Low Literate ABE Participants 
Air Force Enlisted Personnel 
Educationally Disadvantaged; S. Africa 
Rural Post-Secondary Learners & 
Educational Providers 
Key Informants & Rural, General 
Population 
General Public, Canada 
Rural, Low-Literate Adults 
Factor 4: The researcher named this factor as Personal and Family Constraints. The 
variables that loaded on this factor included the following: 
1. I can't afford the enrollment fee or the supplies required. 
2. I can't go at the times they are offered. 
3. I don't have a way to go. 
4. I don't have anyone to take care of my children. 
5. I don't think that I can go to all of the workshop sessions. 
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Scanlan and Darkenwald (1984) identified Family Constraints as Factor ID in their 
study. Hayes and Darkenwald (1985) named Situational Barriers as Factor ID in their 
study. Child care and transportation were commonly identified variables with the DPS-
NF study. However, the time variables included in the Personal & Family Constraints 
Factor in this study did not load on this factor in the Hayes and Darkenwald study. 
Darkenwald and Valentine (1985) identified Time Constraints as Factor ID and 
Personal Problems as Factor VI. These same factors were identified in the Darkenwald 
(1988). Factor IV in the Drake (1988) study combined Time Constraints and Personal 
Priority into one factor. Also, Factor VI was named Personal Problems in the Drake 
study. Martindale and Drake (1989) identified Factor IV as Time Constraints and Factor 
VII as Family Problems. Beder's (1990) study combined time and family into Factor IV: 
Situational Barriers. Reddy's (1990) Factor II: Personal Constraints related to role 
expectations and demands placed on males and females. Reddy commented that these 
variables were closely related to cultural issues of the educationally disadvantaged in 
South Africa. In the McDaniel, et all. study, both learners and educational providers 
mentioned issues of responsibility for family and time as deterrents. The long distances 
between home and class location was identified as a deterrent and related to time and 
cost. A unique deterrent, weather, was named in this study. Norland (1992) in a study of 
Cooperative Extension Service (CES) clientele identified that the clientele participated 
in CES education in part because of the effort by CES to provide child care, convenient 
locations and time. The Personal and Family Constraints Factor has been identified by a 
number of studies. In addition, several studies identified time constraints as a separate 
factor. Some of the studies that identified these factors are included in Table 23. 
TABLE23 
STUDIES IDENTIFYING THE PERSONAL AND 
FAMILY CONSTRAINTS FACTOR 
Study 
Scanlan & Darkenwald (1984) 
Darkenwald & Valentine (1985) 
(2 factors: personal and time) 
Hayes & Darkenwald (1985) 
Darkenwald (1988) 
(2 factors: personal and time) 
Drake (1988) 
Martindale & Drake (1989) 
Population Description 
Allied Health Professionals 
General Public 
Low Literate ABE Participants 
General Public; England 
Agricultural Teachers 
Air Force Enlisted Personnel 
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(2 factors: personal and time) 
Beder ( 1990) 
Reddy (1991) 
McDaniel, Severinghaus, Rude, Gray & 
Emery (1986) 
ABE Eligible Non-Participants 
Educationally Disadvantaged; S. Africa 
Rural Post-Secondary Learners & 
Educational Providers 




General Public, Canada 
CES Participants 
Factor 5: The researcher selected the term, Lack of Continuity, for this factor. Two 
variables loaded on this factor. 
1. I have health problems that keep me from going. 
2. I move too often. 
This combination of variables was not identified by the reviewed studies. Lack of 
continuity describes a common experience of low-income persons. Low-income 
families are less likely to have health insurance that provides preventative health care 
and are less likely to have nutritionally adequate diets. As a result, they have more 
frequent, more severe, and longer-lasting infectious diseases (Leidenfrost, 1993). Nearly 
two-thirds of all low-income families live in housing that costs more than they can 
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afford. Housing costs have escalated faster for the poor than for any other group 
according to Leidenfrost. As a result low-income families move more often. Many low-
income families do not experience continuity in good health or in a permanent place of 
residence . Three studies (Beder, 1988; Hayes and Darkenwald, 1988; and Darkenwald 
and Valentine, 1985) included a variable related to health in their instruments which did 
not load on the factors in either the Beder or the Hayes and Darkenwald study. The 
Darkenwald and Valentine study identified the. health variable in their Personal 
Problems Factor. The variable, move too often, was a part of the Beder study but did 
not load on the factors identified in the study. 
Factor 6: The researcher identified this factor as Lack of Benefit. Two variables loaded 
on this factor. These were: 
1. I don't need to know any more about the topic. 
2. I have gone to a workshop/program before and didn't like it. 
Scanlan and Darkenwald (1984) identified Lack of Benefit as Factor Vin their study. 
The Darkenwald and Valentine (1985) study used the term, Lack of Course Relevance, 
to describe Factor II as did the Darkenwald (1988) study. Drake (1988) found Lack of 
Course Relevance as the first factor in his study. The Blais, Dugette and Painschaud 
(1989) study named this topic as Irrelevance of Additional Formal Education for 
Professional Practice which was listed as Cluster N. Martindale and Drake (1989) 
found Lack of Course Relevance as the first factor in their investigation. Beder's (1990) 
study named Factor I as Low Perception ofNeed Reddy (1991) determined that Lack of 
Relevance was the fourth factor in his study. The 1992 Norland study of CES 
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participants found that anticipated high quality of information was one of five factors 
that emerged from a principal component factor analysis. Ziegahn (1992) summarized 
the interviewed men's comments as the lack of value that literacy education could bring 
in good jobs or more money and that school was "frequently portrayed as a distraction 
from the real work that needed to be done in life and that brought in income" (p. 45). 
Darkenwald and Merriam (1982) identified the questioning of the "usefulness, 
appropriateness, and pleasurableness of engaging in adult education" (p. 139) as one 
type of psychosocial deterrent. People in poverty evaluate adult education in terms of 
benefit, relevance and enjoyment. The second variable in the Factor 6, "I have gone to a 
workshop/program before and didn't like it," could be linked to not meeting the 
respondents' needs. Consequently, the respondents reported not liking the 
workshop/program. Lack of Benefit has been identified by many other studies of which 
some are listed in Table 24. 
TABLE24 
STUDIES IDENTIFYING THE LACK OF BENEFIT FACTOR 
Study 
Scanlan & Darkenwald (1984) 
Darkenwald & Valentine (1985) 
Darkenwald (1988) 
Drake (1988) 
Blais, Dugette, & Painschaud (1989) 








Allied Health Professionals 
General Public 
General Public; England · 
Agricultural Teachers 
Practicing Nurses; Canada 
Air Force Enlisted Personnel 
ABE Eligible Non-Participants 
Educationally Disadvantaged; South Africa 
General Public; Canada 
CES Participants 
ABE Resisters 
Rural, Low-Literate Adults 
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In summary, the researcher identified six deterrents to participation factors and 
named them as; Disengagement, Lack of Comfortableness, Lack of Self-Confidence, 
Personal and Family Constraints, Lack of Continuity and Lack of Benefit. The factors, 
Disengagement; Lack of Self-Confidence; Pers~>nal and Family Constraints; and Lack 
of Benefit match deterrents that have been identified by many other studies. The Lack 
of Comfortableness Factor does have some threads similar to other studies such as lack 
of support from family and friends. However, the marker variables of comfort are 
distinct from other studies. Lack of Continuity is a unique factor of this study of low-
income women and reflects the reality of many low-income families. 
Question2 
The one-way between-subjects analysis of variance performed on DPS-NF 
responses of the participation and non-participation groups indicated no significant 
differences among the means, ;E(l, 159) Q = .776. The DPS-NF responses are not 
assumed different for the group that reported participation in a workshop or program 
within the last 12 months and those that did not report any participation. 
Question3 
The results of Question 3 determined that a relationship exists between the CSEI 
scores and the deterrent factors. The purpose of including the CSEI in the study was to 
provide (a) an external criterion which supported the deterrents to participation factors 
and (b) additional support to the validity of the DPS-NF instrument. The factor with the 
highest simple correlation (-.524) entered the equation first which was Factor 3, Lack of 
137 
Self-Confidence .. The negative correlation was expected since a low score on the CSEI 
was indicative of a low level of self-esteem and a high score on the self-confidence 
items was indicative of a low level of self-confidence. The Lack of Self-Confidence 
Factor accounted for 27.04 % of the adjusted R2 variance in the CSEI scores. The 
Coopersmith definition of self-esteem is a global positive or negative self-assessment 
that is fairly stable across situations (1967). Brockner (1988) defined self-confidence as 
a person's belief that he or she can successfully complete a task. Adult self-esteem is 
decreased when an avoidance response is used as a reaction to a psychological threat 
(Bednar, Wells, and Peterson, 1989). The Coopersmith theory identifies power and 
courage as two necessary ingredients for high levels of self-esteem according to Bednar 
et al. Bernstein (1989) proposed that the "courage to try to learn directly reflects the 
level of self-esteem in each person ... those with high self-esteem are the most willing to 
try" (p. 143). A learner must face the unknown in order to learn and the act of learning 
places the learner in unfamiliar territory according to Bernstein. The correlation 
between the Lack of Self-Confidence Factor and the CSEI scores are congruent with 
many of the self-esteem theories. 
Next, Factor 6, Lack of Benefit, entered the equation with a simple correlation 
of .135. The addition of Lack of Benefit Factor to the Lack of Self-Confidence Factor 
accounted for 28.43 % of the cumulative variance. The association between Lack of 
Benefit and the CSEI scores was not nearly as strong as the Lack of Self-Confidence 
Factor and the CSEI scores. In summary, the CSEI scores supports one of the deterrents 
to participation factors, Lack of Self-Confidence, identified in this study. This support 
provides an external criterion that strengthens the validity of the DPS-NF instrument. 
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Question4 
The results of Question 4 identified a relationship between the age of the 
respondent and the factors, Lack of Comfortableness and Lack of Self-Confidence. 
Nearly three-fourths of the variance (r = -. 722) in the Lack of Comfortableness Factor 
can be accounted for by the age of the respondent. The negative correlation reflects a 
higher score on the Lack of Comfortableness Factor and a lower age. The items that 
loaded on the Lack of Comfortableness which one would intuitively select include: (a) 
"I don't want to go the building where the workshops/programs are offered." (b) "I don't 
feel comfortable going to the part of town where the workshops/programs are usually 
offered." (c) "My friends wouldn't like it if I went to go to a workshop/program." (d) "I 
don't like the people who usually go to those workshops/programs." and ( e) "My family 
wouldn't like it if I went to a workshop/program." The marker variables of feeling 
comfortable in going to a building or a part of town and the fear of an outside group 
agree with a common image of a younger person who is timid and non-assertive. The 
need for approval from friends and family is very important to young people and the 
relationship of these variables to younger respondents is clear. Anderson and Niemi 
(1969) have written that low-income people recognize themselves as victims without 
power and withdraw from society. They believe that this is why low-income people 
develop strong ties with kinship and other primary groups and that this response 
increases their insecurity, timidity, and fear. The variable, "I think that I am too old to 
learn." doesn't fit as neatly with the overall negative correlation between this factor and 
139 
the respondents' age. This finding prompts the question, Do younger respondents feel 
more a sense of being too old to learn than older respondents? 
Over one-half of the variance (r2 = .554) in the Lack of Self-Confidence Factor 
can be accounted for by the age of the respondent. The positive correlation of this 
association is troubling. The results indicate that as the age of the respondents increase, 
their score for the Lack of Self-Confidence Factor increases. Fitchen (1981) in her case 
studies of rural poor stated that low-income people feel scorned and cannot successfully 
participate in the larger community but cannot completely withdraw. The necessities of 
school, work, shopping, official and legal matters, and support services force them to 
interact with the larger community. Does this mean that as low-income women 
experience life and especially learning experiences, that their sense of self-esteem and 
self-confidence is slowly destroyed? If the answer is yes, the consequences for low-
income women are horrible. 
Question 5 
The results of Question 5 indicated that the DPS-NF factors did not differentiate 
the respondents according to race. The finding suggests that the respondents .in this 
study experience similar deterrents regardless of their race. This finding does not dipute 
the theories put forward by Darkenwald and Merriam ( 1982), Cross ( 1981 ), and 
Anderson and Niemi (1969) that socio-economic status is one of the most powerful 
influences on people's behavior toward education. 
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. Implications for Practice 
Based on the results of this study, educators must first solve or reduce the 
disengagement deterrent with potential participants. The respondents in this study are 
apparently not going to make the effort to connect with a nonformal educational 
provider such as the Oklahoma Cooperative Extension Service (OCES). The effort put 
into mass media public awareness campaigns to reach this group of potential 
participants will not be effective. OCES and other nonformal education providers will 
have to initiate the contact with the women in this study if they are to become 
participants in education. 
The lack of comfortableness with the idea. of going to a program or workshop 
either because of the location or the lack of support from others must be addressed. 
Education for these women will need to occur within the immediate neighborhood The 
invitation to participate should include family and/or friends. 
The participants in this study are not self-confident enough to seek out 
educational opportunities within the community. This is a far cry from the typical 
program participant who strides into the OCES county office demanding and expecting 
to get their money's worth as tax-paying citizens. To try to learn takes courage and the 
effort to try corresponds with a person's level of self-esteem. For the women of this 
study with little self-confidence and who feel the dominant society's prejudice toward 
persons on welfare, the effort to try to learn is too risky especially if it requires a public 
action such as going to a meeting. For the women in this study, the opportunity to learn 
must come to them privately within the context of their home, family, and friends. 
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OCES and other nonformal education providers must meet a standard of 
excellence in order to reach the women in this study. Some of the criteria to meet this 
standard include the following: (a) Nonformal education must be relevant to the daily 
problems of life for low-income women (b) The impersonal mass appeal to participate 
must give way to a personal invitation that is inclusive of family and friends. ( c) Offer 
one-to-one learning within the home as the first step in developing the courage to learn. 
The question remains for us as citizens, How much of our resources are we willing to 
contribute to meet the educational needs oflow-income women? 
Recommendations for Future Research 
Many of the findings from this study collaborate what has been published in the 
adult education literature. However, several of the findings are different and need 
further examination, such as the Lack of Comfortableness and the Lack of Continuity 
factors. A replication of this study using the DPS-NF with a similar population of a 
rural, low-income group of women is needed to verify the stability of these findings. 
Replications of this study with other homogenous ethnic groups and low-income urban 
adults are needed as well. The use of additional instrument(s), such as the Coopersmith 
Self-Esteem Inventory, with the DPS-NF can provide an external criterion to support 
the findings and the validity of the DPS-NF instrument. 
Two of the qualitative studies that were reviewed (Quigley, 1992 and Zeighan, 
1992) noted that ABE resisters and low-literate adults were not resistant toward the idea 
of learning but with the system of schooling. Several of the variables which loaded on 
the first two factors in this study, Disengagement and Lack of Comfortableness, give the 
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impression that these respondents may be similar to the ABE resisters and the low-
literate adults. The variables such as (a) the hassle of paperwork and forms; (b) too 
much like regular school; and ( c) not feeling comfortable in going to the building, may 
. suggest that nonformal education too much resembles the school system. A natural 
progression from this study would be to further investigate the perceptions of nonformal 
education and nonformal educational institutions with groups of people similar to the 
respondents in this study. 
OCES has provided one-to-one education for low-income women for more than 
20 years. Little is known about the participants, expressed deterrents to participation as 
they enroll and if those deterrents change while enrolled in the program. Does 
involvement in a nonformal education program decrease the degree of disengagement, 
lack of comfortableness, and the lack of self-confidence as a program participant? Does 
a person's expressed deterrents to participation change or her self-evaluation as a 
learner change after involvement'in a nonformal education program? Cross (1981) in 
explaining the Chain of Response (COR) Model wrote that the decision to participate in 
education comes from a person's attitudes toward education, is based on a person's 
self-evaluation, and that these traits are fairly stable. An investigation such as the one 
proposed would begin to test this assumption of the COR Model. Today, the rapid 
changes in technology and the growth in knowledge demand citizens who are lifelong 
learners. Therefore, the challenge for adult educators in today's world is to assist people 
in becoming lifelong learners. 
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Comparison of Questions From Other Studies 
The first instrument used as a comparison was the DPS-LL developed by 
Hayes and Darkenwald (1988) for low-literate participants in adult basic 
education classes. Questions followed by H&D in bold type come from the 
DPS-LL instrument. The second comparison instrument used was the Deterrents 
to Participation Scale-General (DPS-G) which was developed for the general 
public by Darkenwald and Valentine (1985). This instrument was selected since 
many of the published deterrents studies that were reviewed had used it as a 
base. Questions followed by D& V in bold type come from the DPS-G 
instrument. The third instrument used as a comparison was developed by Beder 
(1990) in a study designed for adult basic education eligible nonparticipants. 
Beder developed the questions in his instrument based on open-ended 
interviews with high school drop-outs that had never participated in adult basic 
education. Questions followed by the letter, B, in bold type come from the · 
Beder instrument. The questions for the investigator's instrument are indicated 
by italics. Several of the questions proposed by the investigator are unique in 
that they do not match any of the questions from the three selected instruments. 
The basis for these questions came from the study by Ziegahn (1992). 
Dispositional (Intrinsic) 
1. I don 't want to answer questions in a group. 
I didn't want to answer questions in class. H&D 
2. I don't want people to know I needed more information or help. 
I didn't want to admit that I needed help with reading. H&D 
3. I think that I am too old to learn. 
I felt I was too old to learn. H&D 
I am too old to go back to school. B 
Because I felt I was too old to take the course. D&V 
4. I think that going to a workshop/program would be too much of a hassle with 
lots of questions and forms. 
I thought starting classes would be difficult, with lots of questions and 
forms to fill out. H&D 
5. I think that going to a workshop/program would be too much like regular 
school. 
I don't like doing schoolwork. H&D 
I thought that adult education would be like regular school. H&D ( did 
not load on 5 factor solution) 
Going back to adult classes would be like going to high school all over 
again. B 
Because I don't enjoy studying. D&V 
6. I don't need to know any more about the topic. 
7. I don't think the workshop/program would really be helpful to me. would 
help me. 
I felt returning to school wouldn't help me. H&D 
I thought "book learning" wasn't important. H&D 
I didn't think that I needed to read better. H&D 
A high school diploma wouldn't improve my life. B 
I don't think I could use the things I would learn in school. B 
Going back to school wouldn't make me any smarter. B 
I don't need a diploma. B 
I already know enough. B ( deleted from analysis) 
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8. I feel the workshop/program leaders wouldn't be friendly or understanding 
to me. 
I felt the teachers would not be friendly or understanding. H&D ( did not 
load on 5 factor solution) 
9. I don't like the other people who usually go to those workshops/programs. 
I 0. I think that I would feel out of place. 
11. I feel that I wouldn't be accepted by the other people in the 
workshop/program. 
I didn't like the other students who go to the classes. H&D 
There aren't many people in adult high school classes who are my age. B 
Because I felt I couldn't compete with younger students. D& V 
12. I don't think that I would be able to learn. 
I was afraid I wasn't smart enough to do the work. H&D 
I don't think I am smart enough to go back to school. B 
School is too hard. B 
Because I was not confident of my learning ability. D&V 
Because I felt unprepared for the course. D& V 
13. I don't want to go by myself. 
I didn't want to go to classes alone. H&D ( did not load on 5 factor 
solution) 
14. I have gone to a workshop/program before and didn't like it. 
I went to adult classes somewhere else and didn't like them. H&D ( did 
not load on 5 factor solution) 
15. I am just that not interested in going to a workshop/program. 
Because I'm not that interested in taking courses. D& V 
I am not motivated enough to go back to school. B 
16. I am afraid that people would find out that I have trouble reading. (Unique, 
does not match other studies.) 
17. I have never thought of going to a workshop/program. (Unique, does not 
match other studies.) 
18. I can learn it on my own. (Unique, does not match other studies.) 
Questions from other studies that did not match any of the investigator's 
proposed questions were: 
I just don't like school. B 
I am too lazy to go back to school. B 
I didn't like school so I don't want to go back. B 
Because I wasn't willing to give up my leisure time. D&V 
Situational (Extrinsic) 
19. I don 't have a way to go. 
I didn't have any transportation to school. H&D 
I couldn't pay for childcare or transportation. H&D 
20. 1 don't have anyone to take care of my children. 
I couldn't pay for childcare or transportation. H&D 
Because I had trouble arranging for child care. D&V 
21. I don't like to leave my children. 
I have to take care of my family. B 
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Because participation would take away from time with my family. D&V 
22. My family would not like it if I went to a workshop/program. 
I felt my family wouldn't like if I returned to school. H&D 
23. My friends wouldn't like it I went a workshop/program. 
I felt that my friends or the people I work with wouldn't like it if I 
returned to school. H&D 
My friends would laugh at me if I went back to school. B 
Because my friends did not encourage my participation. D&V 
24. I have health problems that keep me from going. 
I had health problems. Ii&D ( did not load on 5 factor solution) 
Because of a personal health problems or handicap. D&V 
2 5. I don 't have the time to go. 
I didn't have time to go to school. H&D 
I don't have enough free time to go back to school. B 
26. I can't go because of family problems. 
I had family problems. H&D 
Because of family problems. D& V 
2 7. I move too often; 
I move around too much. B ( deleted from Beder's analysis) 
Questions from other studies that do match any of the investigator's questions 
were: 
There is too much on my mind to go back to school. B 
I don't have the energy to go back to school. B 
Because education would not help me in myjob. D&V (not appropriate) 
Because my employer would not provide financial assistance or 
reimbursement. D&V (not appropriate) 
It was more important to get a job than to go to school. H&D 




28. I don't want to go the building where the workshops/programs are offered. 
I didn't want to take classes in a school building. H&D 
Because the course was offered at an inconvenient location. D& V 
29. I don't feel comfortable going to the part of town where the 
workshops/program are usually offered. 
I was worried because classes were held in a bad neighborhood. H&D 
Because the course was offered in an unsafe area. D& V 
30. I tried to enroll before in a workshop/program, but it was already full. 
I tried to start classes but they were already full. H&D 
31. I can't go at the time they are offered. 
The classes were held at times when I couldn't go. H&D ( did not load on 
5 factor solution) 
Because the course was scheduled at an inconvenient time. D& V 
32. I think that the length of the programs are usually too long. 
33. I don't think that I can go to all of the workshop sessions. 
I thought it would take too long for me to finish school. H&D 
Because I didn't think I would be able to finish the course. D& V 
Because of the amount of time required to finish the course. D& V 
Because I didn't have the time for the studying required. D& V 
I didn't think I could go to classes regularly. H&D ( did not load on 5 
factor solution) 
Because I didn't think I could attend regularly. D&V 
34. I heard that the workshopslporgrams offered were not very good. 
I heard that the adult school classes were not very good. H&D 
I don't think that adult high school classes would be very good. B 
Because the courses available were of poor quality. D&V 
35. I didn't know that there were any workshops or programs offered. 
I didn't know there was any place to go to take classes. H&D ( did not 
load on 5 factor solution) 
I don't know anything about adult high school classes. B 
I haven't known where there are any classes. B 
36. I can't afford the enrollment fee or the supplies required. 
It would cost me too much money to go back to school. B 
Because I couldn't afford miscellaneous expenses like travel, books, etc. 
D&V 
Because I couldn't afford the registration or course fees. D&V 
Questions from other studies that do match any of the investigator's questions 
were: 
School is too hard. B 
Because I didn't meet the requirements for the course. D& V 
Because the available courses did not seem useful or practical. D& V 
Because I didn't think the course would meet my needs. D& V 
Because the courses available did not seem interesting. D& V 
Because I wanted to learn something specific, but the course was too 
general. D& V 
· Because the course was not on the right level for me. D& V 
It would take me too long to finish high school. B 
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ADULT LEARNING SURVEY 
Hello. I am Glenna Williams from Oklahoma State University. I work for 
the Cooperative Extension Service and we provide education and information 
through workshops and programs to the citizens of Oklahoma. We are doing a 
research project to better understand what keeps people from attending 
educational workshops and programs. I am interviewing women that are 35 
years old or younger who receive AFDC benefits in 20 Oklahoma counties. I 
have scheduled today to be in 
I. County. 
I am giving a $5 coupon redeemable for dairy or food products to people 
who complete the interview. The interview has three sections and includes 
reasons for not participating in educational programs; general background 
information questions; and a section on feelings. It will take us about 30 
minutes to complete. The only form that you will have your name attached is 
the Consent Form that indicates you are volunteering to participate in this 
study. After the interview, you can put the completed forms in an envelope and 
seal the envelope. 
Would you be willing to participate in this survey? 
2. Are you aged 35 or younger? If yes, please state: ______ _ 
(Review the Consent Form wit~ the prospective participant. If the person does 
not want to participate or is older than 35, close the interview at this point.) 
Many adults want to learn about such things as; (I) single parenting 
skills, (2) gardening, (3) cooking and good nutrition, (4) CPR or emergency 
lifesaving, (5) child development (6) household budgeting, (7) health and 
exercise, and/or (8) stress reduction. You can probably think of other topics 
about which you may have wanted to learn in the past year. 
There are workshops and programs about these topics that are offered to 
adults in the community. Churches, hospitals, libraries, OSU County Extension 
Service, the Fire Department and Red Cross are some of the groups that off er 
workshops and programs. 
3. Have you participated in any educational workshops or programs 
during the past 12 months? 
1. No 
2. Yes If Yes, describe: 
3. 
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4 Have you enrolled in a class for credit or a job training course during the 
last 12 months? 
1. No 
2. Yes If yes., describe: 
3. 
Sometimes adults want to learn about something that seems interesting 
or that would be helpful but don't go ahead to join a workshop or attend a 
program. Would you think back about something that you wanted to know more 
about in the last year but you d~dn't go to a workshop or program? We are going 
to look at a list of 36 reasons that some people have said keep them from 
participating. I want you to decide how true each of these reasons are for you 
not to attend a workshop or program. You have three choices for each reason; 
(1) Not True, (2) Somewhat True and (3) True. We will circle only one choice 
for each reason. 
Reasons 
5. I didn't know that there were any 
workshops or programs offered. 
Not Somewhat 
True True True 
1 2 3 
162 
If you did know about an educational workshop or program and you decided not 
to attend, how true would these reasons would be for you. 
Not Somewhat 
Reasons True True True 
6. I don't want to answer questions 
ma group. 1 2 3 
7. I don't want people to know that I 
need more information or help. 1 2 3 
8. I think that I am too old to learn. l 2 3 
9. I think that going to a 
workshop/program would be too much 
of a hassle with lots of 
questions and forms. 1 2 3 
10. I can't afford the enrollment fee 
or the supplies required. 1 2 3 
11. I feel that the workshop/program 
leaders wouldn't be friendly or 
understanding to me. 1 2 3 
12. I don't think the workshop/program 
will really be helpful to me. 1 2 3 
13. I don't need to know any more 
about the topic. 1 2 3 
14. I don't like the people who usually go to 
those workshops/programs. 1 2 3 
15. I have gone to a workshop/program 
before and didn't like it. 1 2 3 
16. I feel that I wouldn't be accepted by 
the other people in the 
workshop/program. 1 2 3 
17. I don't think that I would be 
able to learn. 1 2 3 
18. I don't want to go by myself. 1 2 3 
19. I think that I would feel out of place. 1 2 3 
20. I am just not that interested in going 
to a workshop/program. 1 2 3 
21. I don't have anyone to take care 
of my children. 1 2 3 
22. I don't have a way to go. 1 2 3 
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Not Somewhat 
Reasons True True True 
23. I have never thought of going to a 
workshop/program. 1 2 3 
24. I can't go at the times they are 
offered. 1 2 3 
25. I am afraid that people will find 
out that I have trouble reading. 1 2 3 
26. I don't like to leave my children. 1 2 3 
27. I move too often. 1 2 3 
28. I have heard that the 
workshops/programs offered 
weren't very good. I 2 3 
29. I have health problems that keep 
me from going. 1 2 3 
30. I don't have the time to go. I 2 3 
31. I don't feel comfortable going to 
the part of town where the 
workshops/programs are usually offered. 1 2 3 
32. My family wouldn't like it if I went 
to a workshop/program. 1 2 3 
33. I don't want to go the building where 
the workshops/programs are offered. 1 2 3 
34. I can't go because of family problems. 1 2 3 
35. I have tried to enroll before in a 
workshop/program, but it was 
already full. 1 2 3 
36. I can learn it on my own. I 2 3 
37. I don't think that I can go to all of 
the workshop sessions. 1 2 3 
38. My friends wouldn't like it if I 
went to go to a workshop/program. 1 2 3 
39. I think that going to a 
workshop/program would be too much 
like regular school. I 2 3 
40. I think that the length of the 
programs are usually too long. I 2 3 
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The purpose of the questions in this 2nd section is to provide a 
background summary of the women that participate in this interview. Again I 
want to reassure you that this form will not be marked in any way that will 
identify you and DRS will not know who has or has not participated in this 
interview. 
41. Where do you live? 
1. Town 
2. Country: How many miles from the closest town? 
1. 5 miles or less 
2. more than 5 miles 
42. How much education do you have? 
Last grade of school completed if less than 12 
11. 10. 9. 8. 7. 6. 5. 4. 3. 2. 1. 0. 
12. High school diploma or GED 
13. Some vocational or technical training 
14. Completed vocational or technical training 
15. Some college 
16. Associate's or 2 year co.liege degree 
17. Bachelor's degree 
18. College past the Bachelor's degree 
43. How many of your children live with you? 
44. What is the age of your youngest child? 
1. less than 1 year 2. 1 year to less than 2 1/2 
years 
3. 2 112 years to 4 years 
5. 9 to 12 years 
4. 5 years to 8 years 
6. 13 years and older 
45. How long have you received AFDC benefits? 
Years or Months 
46. What was your age when your first child was born? 
4 7. Have you been employed since you left school? 
1. No 
2. Yes: How long has it been since your last paid employment? 
Years or Months 
48. Do you live with other adults? 
1. No 2. Yes If yes, indicate: · 
I) Significant other 
3) Other family membes 
49. How do you identify your racial background? 
I. African or Black American, not of Hispanic origin 
2. Asian or Pacific Islander 
3. Hispanic, of any race 
4. Native American 




50. If you were able to gain the education and training that you need, which 
of the following needs would you still have in order to become self-
supporting? First, answer yes or no to the items listed. Next we will go back 
through those with a yes answer and select the most important, the second most 
important, and so on. 
I. Help in getting child support 
3. Reliable day care 
5. Reliable transportation 
7. _Affordable housing 
166 
2. Help in finding a job 
4. Health insurance 
6. Encouragement/support from 
others 
8. Nothing 
Now we are ready to complete the last section of the interview. 
Again I want to reassure you that this form won't be marked in any way that 
will identify you. This is a list of statements about feelings. If a statement 
describes how you usually feel, put an X in the column "Like Me." If a 
statement does not describe how you usually feel, put an X in the column 
"Unlike Me." There are no right or wrong answers. We will begin at the top of 
the page and mark all 25 statements. 
Complete the Coopersmith form. 
This completes the interview today. Here is the envelope for your forms. Do 
you have any questions that I can answer? I appreciate your willingness to take 
the time to share your thoughts with me. Please accept this gift certificate as 
my way of saying Thank You. Have a good day. 
SAMPLE ITEMS FOR THE 
COOPERSMITH SELF-ESTEEM INVENTORY - ADULT FORI\1 
by Stanley Coopersmith, Ph.D. 
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You will find here a list of statements about feelings. If a statement describes how you usually 
feel, put an X in the column "Like Me." If the statement does not describe how you usually 
feel, put an X in the column "Unlike Me." There are no right or wrong answers. 
Like Unlike 
Me Me 
1. It's pretty tough to be me. 
2. I often feel upset with my work. 
3. People usually follow my ideas. 
4. Most people are better liked than I am. 
From Coopersmith Self-Esteem lnvenu,ry - Adult Form by Stanley Coopersmith. Copyright 1975 by Stanley 
Coopersmith. Published in 1981 by Consulting Psychologists Press, Inc. All rights reserved. Further 
reproduction is prohibited without the Publisher's written consent. 
You may change the format of these items to fit your needs, but the wording may not be altered. Please do 
not present these items to your readers as any kind of "mini-test," but rather as an illustrative sample of 
items from this instnnnent. We have provided these items as samples so that we may maintain control over 
which items appear in published media. This avoids an entire instrument appearing at once or in segments 
which may be pieced together to form a working instrument, protecting the validity and reliability of the 
test. Thank you for your cooperation. Consulting Psychologists Press, Inc., Permissions & Contracts 
Department. 
;.','(){ I:" !Jarshurt'Nuocl f'() !3ux /()IJ<XJ l',tlu.4/ln. <.{1/{/i1nru1 <;., ;o) /(•/, 1/~1 <>t>'J.,....,.<HJ/ !-'t1x1.,J')J <X,<1.,• .• :r,1.J.-.,· 
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I understand that: 
Adult Learning Survey 
Consent Form 
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1. This is a research project for the purpose of better understanding what keeps 
people from attending educational workshops and programs. 
2. The survey has 3 sections and includes reasons for not participating in 
educational programs; general background information questions; and a 
section on feelings. 
3. My participation is voluntary in this interview which will take about 30 
minutes. 
4. There is no penalty for refusal to participate. 
5. I am free to withdraw my consent and stop the interview at any time. 
6. The services provided to me by the Oklahoma Department of Human 
Services will not be affected by my choice to participate or not to 
participate in the survey. 
7. My name will be not be attached to any of the information that I provide. 
8. No list of participant names will be compiled and given to DHS or any other 
agency. 
9. I will receive a $5 coupon for dairy products or other food items after 
completing the survey. 
The interviewer, Glenna Williams, has reviewed the above information with me 
and I have had the opportunity .to ask questions. 1 
I agree to be interviewed for the AdultLearning Survey and understand that I 
will receive a completed copy of the consent form. 
(Signature of Participant) (Date) 
I certify that I have personally explained all of the above points to the 
participant before asking her to sign the consent form. 
(Signature of Interviewer) (Date) 
1 You may contact Glenna Williams at ( 405) 7 44-6283 if you have further questions about this research 
project. You may also contact University Research Services; 001 Life Sciences East; Oklahoma State Univ.; 























3. Have you participated in any workshops or special interest groups during 
the past 12 months? 
1) No 2) Yes If yes, describe: 
3)~~~~~~~~~~~~~~~~~~~-
4. Have you enrolled in a class for credit or a job training course during the 


































If yes, describe: 
Not Somewhat 
True True True 
18. 1 2 3 
19. 1 2 3 
20. 1 2 3 
21. 1 2 3 
22. 1 2 3 
23. 1 2 3 
24. 1 2 3 
25. 1 2 3 
26. 1 2 3 
27. 1 2 3 
28. 1 2 3 
29. 1 2 3 
30. 1 2 3 
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Not Somewhat Not Somewhat 
True True True True True True 
31. 1 2 3 36 1 2 3 
32. 1 2 3 37. 1 2 3 
33. 1 2 3 38. · 1 2 3 
34. 1 2 3 39. 1 2 3 
35. 1 2 3 40. 1 2 3 
41. Residence 
1) Town 2) Country [5 miles or less] 3) Country [more than 5 miles] 
42. Education level 





3) 2 4) 3 
12) 11 
5) 4 6) 5 7) 6 
High school diploma/GED or more 
13) 12 14) 13 15) 14 16) 15 17) 16 
43. _______ # Dependent children 
44. Age of youngest child 
1) < 1 yr 2) 1 yr to <2 1/2 yrs 
4) 5 to 8 yrs 5) 9 to 12 yrs 
45. Years or Months received AFDC benefits 
8) 7 9) 8 
18) 17 19) 18 
3) 2 112 to 4 yrs 
6) 13 yrs and older 
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46. Age at birth of first child 
4 7. Employment since school 
I) No 2) Yes If yes, how long since employment? 
Years or M. onths ----- ------
48. Live with other adults 
I) No 2) Yes If yes, indicate: 
I) Significant other 2) 
Parents(s) 
3) Other family members 4) Friend(s) 
49. Racial background 
I) African American or Black, not of Hispanic origin 
2) Asian or Pacific Islander 
3) Hispanic, of any race 
4) Native American 
5) White, not of Hispanic origin 
6) Other: _______ _ 
50. Needs identified 
__ I) Child support Y or N 
__ 3) Day care Y or N 
__ 5) Transportation Y or N 
__ 7) Housing Y or N 
__ 2) Job Y or N 
__ 4) Health insurance Y or N 
__ 6) Encouragement/support Y or N 
__ 8) Nothing Y or N 
__ 9) Other: _________________ _ 
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STATE OF OKLAHOMA 
DEPARTMENT OF HUMAN SERVICES 
TO: Office of Field Operations 
ATTN: ~ie Sexton, Area Director 
FROM: Janelle Arden, Programs Administrator 
Research, Evaluation & Statistics Unit 
Office of Management Services 
DATE: March 28, 1994 
RE: Research Project on AFDC Mothers 
In reviewing the AFDC research project 
proposed by Glenna Williams, there are some 
questions or concerns that need to be 
addressed before the project proceeds. OHS 
needs to decide if they want the 
researchers to sign a release of 
information agreement. This agreement 
should address how clients' confidentiality 
is going to be protected -- using unique 
identification numbers on the survey that 
cannot be traced back to the client; 
disposition of database and the original 
survey forms; whether findings can be 
published and how they can be used; etc. 
In addition, we need more information from 
Ms. Williams as to her sampling design and 
how the project is being funded. If the 
funding for the project is federal, then 
the results from the survey are public 
domain in most caies. 
The most unobtrusive strategy for 
conducting the surveys would be for Ms. 
Williams to contact each County Director 
and work out the details for conducting the 
survey within the office. A memo from 
field operations can be sent out to the 
county directors providing them with the 
following information -- that this project 
has been approved; what it is about; whose 
doing it; what the county offices and OHS 
as a whole have to gain from it; when it 
needs to be conducted; and that Ms. 
Williams will be contacting them to set up 
interview times. 
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Once the project is completed, Ms. Williams 
should provide hard copies of the report to 
both Debbie Sex·ton and Janelle Arden. The 
final report should include an Executive 
Summary that includes the major findings 
and highlights. 
I have attached the survey instrument with 
several comments from our office (some of 
which will have to be corrected before the 
survey can be used). The form was not 
revised by RE&S because it is part of a 
school project. Since surveys are often a 
part of the grading criteria, RE&S does not 
feel that it is appropriate or in the best 
interest of the student for us to provide 
students with revised survey forms. In 
addition, RE&S would like the following 
question added to the survey instrument: 
If you were able to gain the education and 
training that you need, which of the 
following needs would you still have? 
A. Help in getting child support 
B. Help finding a job 
C. More affordable housing 
D. Day Care 
E. Health Insurance 
F. Better Transportation 
G. ~elp from family and friends 
H. Nothing 
I. Other (please specify: 
If RE&S can be of further assistance, 
please do not hesitate to~call. 
attachment 
JA/MSK/msk 





State of Oklahoma 
(l/0 -.:, ~~ a~ .. 
~o ~·· 
DEPARTMENT OF HUMAN SERVICES 
Sequoyah Memorial Office Building 
P.O. Box 2535: 
~7 
COMMISSION 
FOR HUMAN SERVICES 
Donald L. Benson, Chairman 
March 30, 1994 
Oklahoma Cir,. Okla. 73125 
(405) 521-3646 
Glenna Williams, Assistant State Specialist 
Expanded Food and Nutrition Education Program 
312 HES Building - CSU 
Stillwater, OK 74078 
Dear Ms. Williams: 
Attached is an analysis of your proposal from our Office of 
Management Services. Before we can proceed, we need to 
initiate a release of information agreement as suggested in 
the memo and address the other issues. 
I am looking forward to working with you on this. Please let 
me know if the suggestions in the memo are acceptable. You 
can contact me at 521-3079. 
Sincerely, 
~~ 
Debbie Sexton, Area Director 





DATE: May 12, 1994 
TO: Debbie Sexton 
Area Director, Office of Field Operation 
Janelle Arden 
Programs Administrator, Office of Management Services 
FROM: Glenna Williams 
EFNEP State Coordinator 
RE: Research Project with AFDC Mothers 
CC: Dr. Robert Nolan 
I am responding to your questions in the March 30th letter about the Deterrents to 
Participation in Adult Education of Low-Income Women research project. 
I have submitted an Application For Review of Human Subjects Research to the OSU 
Institutional Review Board. I have described within the application a proposed method to 
protect participants' confidentiality which states that "all surveys will be numbered and no 
names will appear on any of the forms. All response data will be maintained as confidential 
material by placement in an locked file cabinet to which only the researchers will have 
access. All forms will be destroyed once a computer data bank has been 
constructed."(Also, see the enclosed Consent Form.) You will be sent a copy of the 
approved application when I receive approval. 
My dissertation advisor, Dr. Robert Nolan, and I are interested in submitting article(s) to 
professional journals. Oklahoma will not be named as the location where the research was 
conducted but instead a midwestem state will be the term that will be used. 
The sampling plan for the project will iise a proportional quota sample for each identified 
county. See the attached sheet. The counties with more than a 20% poverty rate in the last 
four U.S. censuses were selected for the project. 
The funding support for this research project is private. The results will be included in the 
dissertation and will be placed in the OSU library. DHS will be furnished hard copies of 
the dissertation and an Executive Summary for your information and use. 
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STATE OF OKLAHOMA 
DEPARTMENT OF HUMAN SERVICES 
TO: COUNTY DIRECTORS LISTED BELOW 
FROM: Carolyn Bryan, Associate Director 
Office of Field Operations 
n.ATE: June 10, 1994 
RE: AFDC Research Project 
Within the next several weeks, you will be contacted by Glenna Williams, 
OSU Cooperative Extension Service, who is conducting a research project 
with AFDC recipients which has b_een approved by the Field Operations 
Office and the Management Services Office. The purpose of the research i·s 
to identify deterrents to participation in adult education of low-income 
women. The findings from this project will be provided to DHS. 
The data will be gathered in oral interviews with AFDC recipients in the 
County Office as they come in for recertification of benefits. Ms. 
Williams will be the interviewer for all the counties involved and 
requests that the Social Worker who is completing the recertification 
route the· clients by her for the interview. In order to protect the 
clients' privacy, Ms. Williams does ask for a somewhat private space with 
a table and chairs in which the interviews can be conducted. Clients that 
complete the survey will receive a $5 Brawns' gift certificate as an 
inducement for participation in the research project. 
Please provide every courtesy to Ms. Williams. I believe the information 
gathered from this study will be beneficial to us all. 
PERSONS 
William Long, Adair County 
Alice Foran, Atoka County 
Norma Price, Bryan County 
Larry Dyer, Caddo County 
Lynn Pierson, Cherokee County 
Herbert Needham, Choctaw County 
Bill Wilson, Coal County 
Brenda Hawkins, Greer/Harmon County 
Sally Barnett, Haskell County 
Beverly Morris, Hughes County 
Yvonne Wood, Johnston Cou~ty 
Edwin Newell, Kiowa County · 
Paul Cortassa, Latimer County 
Howard Raines, LeFlore County 
Sharon Helms, McCurtain county 
Roger Barton, McIntosh County 
Barbara Cheatwood, Okfuskee County 
Harl Hentges, Payne County 
Larry Stone, Pushmataha County 
Judy Stewart, Tillman County 
Caroly Bryan, Associate Director 
,,/ · .. / 
c: Jean Derry, OFO 
Raymond Haddock, FSS 









1993 Monthly Average 
Counties Case Load of AFDC County% Number of Number 
Recipients Subjects of 
Subjects 
Adair 301 4.1 7.3 8 
Atoka 263 3.6 6.4 7 
Bryan 539 7.4 13.3 14 
Caddo 728 10.0 18.0 18 
Cherokee 664 9.1 16.3 17 
Choctaw 482 6.6 11.8 12 
Coal 109 1.5 2.7 3 
Greer/Harmon 192 2.6 4.6 5 
Haskell 164 2.3 4.1 5 
Hughes 243 3.3 5.9 6 
Johnston 240 3.3 5.9 6 
Kiowa 223 3.0 5.4 6 
Latimer 263 3.6 6.4 7 
LeFlore 887 12.2 21.9 22 
McCurtain 1,145 15.7 28.2 29 
McIntosh 239 3.3 5.9 6 
Okfuskee 224 3.0 5.4 6 
Pushmataha 232 3.2 5.7 6 
Tillman 133 1.8 3.2 4 
TOTAL 7,271 99.6% 187 
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Responses to The DPS-NF Instrument · 
Questions Not True Somewhat True 
True 
1. I didn't know that there were any 36.9 % 19.4 % 43.8 % 
workshops or programs offered. 
2. I don't want to answer questions in a 48.1 % 26.2 % 25.2 % 
group. 
3. I don't want people to know that I need 59.4 % 20.0 % 20.6 % 
more information or help. 
4. I think that I am too old to learn. 87.5 % 8.1 % 4.4 % 
5. I think that going to a 73.7% 20.6 % 5.6 % 
workshop/program would be too much of 
a hassle with lots of questions and forms. 
6. I can't afford the enrollment fee or the 21.2 % 22.5 % 56.3 % 
supplies required. 
7. I feel that the workshop/program 71.2 % 20.0 % 8.7% 
leaders wouldn't be friendly or 
understanding to me. 
8. I don't think the workshop/program will 81.9 % 11.9 % 6.3 % 
really be helpful to me. 
9. I don't need to know any more about 86.2 % 7.5 % 6.3 % 
the topic. 
10. I dori't like the people who usually go 85.0 % 10.6 % 4.4 % 
to those workshops/programs. 
11. I have gone to a workshop/pro$ram 82.5 % 9.4 % 9.1 % 
before and didn't like it. 
12. I feel that I wouldn't be accepted by 68.1 % 21.2 % 10.6 % 
the other people in the 
workshop/program. 
13. I don't think that I would be able to 80.0 % 13.7 % 6.3 % 
learn. 
14. I don't want to go by myself. 41.2 % 33.1 % 25.6 % 
15. I think that I would feel out of place. 42.5 % 40.0% 17.5 % 
16. I am just not that interested in going 73.7% 16.9 % 9.4 % 
to a workshop/program. 
17. I don't have anyone to take care of my 59.4 % 24.4 % 16.2 % 
children. 
18. I don't have a way to go. 44.4 % 23.7% 31.9 % 
19. I have never thought of going to a 37.5 % 30.6 % 31.9 % 
workshop/program. 
20. I can't go at the times they are 44.4 % 41.9 % 13.7 % 
offered. 
21. I am afraid that people will find out 81.9 % 6.9 % 11.2 % 
that I have trouble reading. 
184 
22. I don't like to leave my children. 35.0 % 40.6 % 24.4 % 
23. I move too often. 80.0 % 10.6 % 9.4 % 
24. I have heard that the 80.0 % 15.0 % 5.0 % 
workshops/programs offered weren't very 
good. 
25. I have health problems that keep me 85.6 % 9.4 % 5.0 % 
from going. 
26. I don't have the time to go. 69.4 % 23.1 % 7.5 % 
27. I don't feel comfortable going to the 80.0 % 16.2 % 3.7 % 
part of town where the 
workshops/programs are usually offered. 
28. My family wouldn't like it if I went to 86.9 % 9.4 % 3.7 % 
a workshop/program. 
29. I don't want to go the building where 88.7 % 8.7 % 2.5 % 
the workshops/programs are offered. 
30. I can't go because of family problems. 72.5 % 21.2 % 6.3 % 
31. I have tried to enroll before in a 80.6 % 6.3 % 13.1 % 
workshop/program, but it was already 
full. 
32. I can learn it on my own. 75.6 % 16.9 % 7.5 % 
33. I don't think that I can go to all of the 45.0 % 41.2 % 13.7 % 
workshop sessions. 
34. My friends wouldn't like it if I went to 94.4 % 4.4 % 1.2 % 
go to a workshop/program. 
3 5. I think that going to a 76.9 % 14.4 % 8.7 % 
workshop/program would be too much 
like regular school. 
36. I think that the length of the programs 64.4 % 26.2 % 9.4 % 
are usuall;y too Ion~. 
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Enclosed is your copy of the fully-executed Permission Agreement(s) with Consulting 
Psychologists Press, Inc. Please keep your copy for your files . I have attached the 
original document to your file here. 
If you have any questions, or need additional information, please call the Rights & 








School of Occupational & Adult Education 
312 H.E.S. Bldg. OSU 
Stillwater, OK 74078 
PERMISSION AGREEMENT FOR 
SAMPLE ITEMS 
Agreement Issued: March 10, 1994 
Customer Number: I s~'(t)-
Permission Code: 1711 
Invoi~ Number: v'f{ ':i']7 
In response to your request of February 28, 1994, upon concurrent r=eipt by Consulting Psychologists Press. Inc. , of this 
signed Permission Agreement and payment of the Permission Fee, permission is hereby granted to you to include sample 
items, selected and provided by Consulting Psychologists Press, Inc. from the Coopersmith Self-Estttm Inventory-Adult 
Form (CSEI) in your dissertation entitled "The Expressed DererrenlS co Participation in Adule Eduauion Acrivilies of Low-
Income Rural Women· . These items may remain in your dissertation for microfilming and individua.l copies may be 
distributed upon demand. 1bis Permission Agreement shall automatically terminate upon violation of this Permission 
Agreement including, but not limited to, failure to pay the Pennission Fee of $26.25 or by failure to sign and return this 
Permission Agreement within 45 days from March 10, 1994. 
The permission granted hereunder is limited to this one-time use only. 
The permission granted hereunder is specifically limited as specified in this agreement. 
This Permission Agreement shall be subject to the following conditions: 
(a) Any material reproduced must be used in accordance with the guidelines of the American Psychological 
Association. 
(b) Any material reproduced must contain the following credit lines: 
"Reproduced by special permission of the Publisher, Consulting Psychologists Press, Inc., Palo Alto, 
CA 94303 from Coopersmith Self-Esteem Inventory-Adult Fann by St.anley Coopersmith. Copyright 
1975 by Stanley Coopersmith All rights reserved. Further reproduction is prohibited without the 
Publisher's written consent." 
(c) None of the materials may be sold or used for purposes other than those mentioned above, including, but 
not limited to, any co=ercial or for-profit use. Co=ercial and/or for-profit use of the CSE! 
and/or any modification of the CSE! is specifically excluded from the permission granted herein. 
(d) CPP subscribes to the general principles of test use as set forth in the Standards for Educarional and 
Psychological Testing Copyright 1985 by the American Psychological Association. The customer's/ user's 
attention is drawn to the following statements: 
"The test user, in selecting or interpreting a test. should know the purpose, of the testing and the probable consequences . 
The user should lcnow the procedures necessuy to facilit.atc effectivenes., and to n:<lucc biu in test use. Although the test 
developer and publisher should provide infomuuion on the strength, and weakncssea of the test, the ultimate responsibility for 
appropriate test use lies with the test user. The user should become lu,owledceable a.bout the test and its appropriate use and 
also communicate this infomuuion, u appropriate, to othen . 




6.J When a test is to be used for a purpose for wn.ich it hu not been vali<aled. or for wn.ich there is no supported claim for 
validity, the user is rcsporuible for providing evidence of validity. 
6.5 Test users should be &.lert to probable unintended consequences of test use and should &ttempt to avoid actions that have 
unintended negative consequences.• 
CPP shall not be responsible for the use or misuse of the materials or services licensed under this permission 
contract. The customer/user assumes all responsibility for use or misuse of the same. Unless expressly agreed to 
in writing by CPP, all materials and services arc licensed without warranty, express or implied. including the 
implied warranties of merchantability and fitness for a particular purpose. Refund of contract fees at CPP' s sole 
option is the sole and exclusive remedy and is in lieu of actual, consequential, or incidental damages for use 
or misuse of CPP materials and services and in no event shall CPP liability exceed the contract fees of license of 
said materials and services. 
(e) Glenna Williams agrees that the CSEI as modified under this Agreement is a derivative Work of the CSEI and 
hereby assigns all right, title, and interest in any such derivative work created under this Permission Agreement in 
perpetuity to Consulting Psychologists Press, Inc. (CPP) or as directed by CPP, immediately upon completion and 
without further consideration. 
I AGREE TO IBE ABOVE CONDITIONS 
By zdk~,~-k.c A {J 1/{ueb 
gela Howe - Permission Specialist 
Date ----"'--3.....___P-'--'{ / 1'---+-1---
Glenna Williams 
Date 3 - / 5 - 1 L; 
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Five Factor Analysis 
Mean Communality = .431 
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I think that going to a workshop/program would be too much 
of a hassle with lots of questions and forms. 
I am just not that interested in going to a workshop/program . 
I don't think the workshop/program will really be helpful to 
me. 
· I think that the length of the programs are usually too long . 
I think that going to a workshop/program would be too much 
like regular school. 
I don't have the time to go . 
I don't think that I can go to all of the workshop sessions . 
I have never thought of going to a workshop/program . 
Reasons 
I don't want to go the building where the 
workshops/programs are offered. 
I don't feel comfortable going to the part of town where the 
workshops/programs are usually offered. 
My friends wouldn't like it if I went to go to a 
workshop/program. 
I have tried to enroll before in a workshop/program, but it 
was already full. 
I have heard that the workshops/programs offered weren't 
very good 
I have gone to a workshop/program before and didn't like it . 
My family wouldn't like it if I went to a workshop/program 
I think that I am too old to learn . 






















I can't go because of family problems . 
I can learn it on my own. 
Reasons 
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I feel that I wouldn't be accepted by the other people in the 
workshop/program. 
I don't want to go by myself. 
I think that I would feel out of place . 
I don't want people to know that I need more information or 
help. 
I am afraid that people will find out that I have trouble 
reading 
I don't think that I would be able to learn . 
Reasons 
I can't go at the times they are offered . 
I don't have anyone to take care of my children . 
I can't afford the enrollment fee or the supplies required . 
I don't have a way to go: 
Reasons 
I move too often . 
I have health problems that keep me from going . 
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Seven Factor Analysis 
Mean Communality = .493 
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Eigenvalue Percent of Variance Cumulative Percent. 
7.227 20.1 % 20.1 % 
2.393 6.6% 26.7% 
2.130 5.9 % 32.6 % 
1.866 5.2% 37.8 % 
1.497 4.2% 42.0 % 
1.357 3.8 % 45.7% 
1.297 3.6 % 49.4 % 
Seven Factor Rotated Factor Matrix 
Reasons 
I am just not that interested in going to a workshop/program . 
I think that going to a workshop/program would be too much 
like regular school. 
I don't think the workshop/program will really be helpful to 
me. 
I think that going to a workshop/program would be too much 
of a hassle with lots of questions and forms. 
I don't like the people who usually go to those 
workshops/programs. 
I think that I am too old to learn . 
I can learn it on my own . 
I think that the length of the programs are usually too long . 
I have never thought of going to a workshop/program. 
Reasons 
.688 I don't want to go the building where the 
workshops/programs are offered . 
. 657 I don't feel comfortable going to the part of town where the 
workshops/programs· are usually offered . 
. 607 I have heard that the workshops/programs offered weren't 
very good . 
. 601 I have tried to enroll before in a workshop/program, but it 
was already full. 
.553 My friends wouldn't like it if I went to go to a 
workshop/program . 
. 511 My family wouldn't like it if I went to a workshop/program . 
.416 I feel that the workshop/program leaders wouldn't be friendly 
or understanding to me . 































I don't think that I would be able to learn . 
I don't want to go by myself. 
I think that I would feel out of place . 
194 
I don't want people to know that I need more information or 
help. 
I am afraid that people will find out that I have trouble 
reading. 
I don't think that I would be able to learn . 
Reasons 
I can't afford the enrollment fee or the supplies required . 
I don't have a way to go . 
I can't go at the times they are offered . 
I don't have anyone to take care of my children . 
I didn't know that there were any workshops or programs 
offered. 
I don't think that I can go to all of the workshop sessions . 
Reasons 
I don't have the time to go . 
I don't like to leave my children . 
Reasons 
I have health problems that keep me from going . 
I move too often . 
Reasons 
I don't need to know any more about the topic . 
I don't want to answer questions in a group. 
I have gone to a workshop/program before and didn't like it. 
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Eight Factor Analysis 




















Eight Factor Rotated Factor Matrix 
Reasons 
I don't want to go the building where the 












I don't feel comfortable going to the part of town where the 
workshops/programs are usually offered. 
I have heard that the workshops/programs offered weren't 
very good. 
I don't like the people who usually go to those 
workshops/programs. 
I can learn it on my own . 
I think that I am too old to learn . 
Reasons 
I think that going to a workshop/program would be too much 
of a hassle with lots of questions and forms. 
I don't think the workshop/program will really be helpful to 
me. 
I am just not that interested in going to a workshop/program . 
I think that going to a workshop/program would be too much 
like regular school. 
I don't think that I can go to all of the workshop sessions . 





























I feel that I wouldn't be accepted by the other people in the 
workshop/program. 
I don't want to go by myself. 
I think that I would feel out of place . 
I don't want people to know that I need more information or 
help. 
I am afraid that people will find out that I have trouble 
reading. 
Reasons 
I can't afford the enrollment fee or the supplies required . 
I don't have a way to go. 
I can't go at the times they are offered . 
I don't have anyone to take care of my children . 
I didn't know that there were any workshops or programs 
offered. 
Reasons 
I don't think that I would be able to learn . 
I feel that the workshop/program leaders wouldn't be friendly 
or understanding to me. 
I have tried to enroll before in a workshop/program, but it 
was already full. 
My family wouldn't like it if I went to a workshop/program . 
Reasons 
I have health problems that keep me from going . 
I move too often . 
My friends wouldn't like it if I went to go to a 
workshop/program. 













I don't have the time to go . 
I don't like to leave my children . 
I think that the length of the programs are usually too long . 
Reasons 
I don't need to know any more about the topic . 
I don't want to answer questions in a group. 
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